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CHAPTER 1 
~i 	r 
INTRODUCTION 
Adolescence is the period of transition between childhood and adulthood. G. 
Stanley Hall (1904) proposed that adolescence is inherently a time of storm and stress. 
The period of adolescence not only brings about rapid physical changes but also 
psychological changes and demand for new social roles takes place, which affect the 
personality and adjustment in later life. Adolescence due to these changes faces a 
number of crises and dilemmas. Research in past two decades has highlighted the 
central role of genetics as a major factor contributing to the most troubling and costly 
outcomes of adolescence risk-taking behaviors (Jafee et al., 2005; Taylor, Iacono & 
McCue, 2000}. However, there is mounting evidence that genetic influence on a 
variety of problem outcomes reflect a complex interplay between inherited and 
environmental risk factors, with genetic risk leading to pathological behavior for some 
youth only when the primary socializing environment also is adverse (Cadoret, 
Winokur, Langbehn & Broughton, 1996; Reiss & Leve, 2007; Tienari et al., 2004). 
And who else than the family, school, peers are the most significant immediate 
environment in which child interacts the most and so they definitely are the 
environments which need to be thoroughly examined in order to help juveniles 
develop into healthy personalities. So, first we really need to know about what 
environment means and subsequently need to know about the most primary and the 
most influencing environment which is, home and school. 
Reber (1985) defined environment as "that which surrounds". The term is 
generally taken to stand for the total physical and social surroundings of an individual. 
The term also carries with it the connotation of influence, i.e which is part of a given 
environment of an organism which has some actual or potential role to play in the life 
of that organism. Surrounding and everything that affects an organism during its 
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lifetime is collectively known as its environment. Each human environment has 
characteristics that affect the behavior of people in many ways. Moos et al. (1974) 
have described it "like people" environment have unique personalities. Just as it is 
possible to characterize a person's personality, environment can be similarly 
portrayed with a great deal of accuracy and detail. 
Home has been described as that secure inner sanctity where we can feel 
protected and be ourselves (Heidegger, 1996). We can say it's a place where daily 
activities are carried out, which in turn provide shape to our life, it's a place of 
residence, where an individual lives, rest, can hold personal property. So the concept 
of home has broader perspective. It is connected with security, safety, family, friends, 
relationship, comfort, relatives. Saegert and Evans (2003) indicated that an ideal home 
is not characterized by health hazard but by physical conditions that are always 
acceptable for both parents and children. Such ideal physical condition would include 
among others, a proper structure, sanitation, electricity and enough space. Apart from 
physical conditions, and requirements an ideal home will also provide for 
physiological and safety needs. Hamachek (1990) indicated that in an ideal home, 
physiological needs are always satisfied to about 85% whereas safety need are 
satisfied to about 70%. The notion of home concerns the cultural, demographic and 
psychological meanings we attach to this physical structure. Altman (1975) an 
environment psychologist distinguished between five dimensions of residence: (I) 
permanent vs. temporary, (2) differentiated vs. homogenous, (3) communality vs. 
non-communality, (4) identity vs. commonality, (5) openness vs. closeness. These 
dimensions are assumed to vary' across cultures; however, psychological effects of 
these variations are largely unknown. 
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As we have found in literature human interaction/communication is another 
fundamental aspect about the ideal home environment. According to Balk (1995), 
functioning of an ideal home enables individuals to gain independence from and to 
remain connected with other family members. Parents in ideal home use Democratic 
and Authoritative methods of parenting. Psychological atmosphere of a home may fall 
into any of the four quadrants, each of which represents one of the four general 
combinations: acceptance-autonomy, acceptance-control, rejection-control and 
rejection-autonomy (Johnson and Medinnus, 1969). Jaffe (1998) indicated that 
parents in an ideal home are warm, firm, involved and they use reasoning and 
persuasion to gain compliance, they also hold discussions and encourage children to 
take part and think creatively. Grebow (1973) reported that "nurturance•affection" 
and "achievement expectation, demands and standards" constitute two dimensions of 
parental behavior that exert great influence on development and perpetuation of the 
individual's behavior. 
Fowler and Fowler (1976) defined home as a fixed residence of a family or 
household. Some households are headed by both or one parent; some of them include 
members of extended family also. Home is both a physical place, a complex system of 
room, space. furnishing and equipment, while as a cognitive concept, it is a center for 
development of the self of an individual (Weigel-Garrey, Cook, Brotherson, 1998). 
Weigel-Garrey et al. (1998) defined it as a place where development of the self, other 
and environment begins. 
Bhat and Aminabhavi (2011) defined home environment as the one in which 
proper reward is given to strengthen the desired behavior, a keen interest in and love 
for the child, provision of opportunities to express views freely, where parents put less 
restrictions to discipline the child, not preventing the child from acting independently 
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and not continuing infantile care, optimum use of physical and affective punishment, 
where children are not compelled to act according to parental desire and expectations, 
where they are neither threatened of being isolated from beloved person nor deprived 
of love, respect and childcare. 
Family is an important part of human being's existence in this world. Family 
is basically a unit in which parents and children live together. It's key position rest on 
its multiple functions in relation to overall development of its members, their 
protection and wellbeing. So, home environment primarily focuses on living 
arrangements, household crowding and family relationship. Children need a happy 
and stable family environment and a conductive social network for their overall 
growth and development. Yet, happy families are not happy all the time. 
Disagreements and conflicts are a necessary part of living closely together. Both love 
and hate are to be expected in the intensity of family life and peers interactions, but it 
is the way negative emotions are handled that makes a difference to family life and 
social interactions (Parke and Buriet, 1998). 
Home environment is widely known to influence all round development of the 
personality of a child (Joshi and Tomar, 2006). Parish, Dosta] & Parish (1981) stated 
that the environment of home in which a child is reared can advance or hinder 
wholesome personality adjustment. Family relationships also determine in large 
measure young person's developing attitudes toward home and family life. It 
provides significant impact in regulating and integrating the behavioral patterns of an 
individual. Forsstrom-Cohen & Rosenboum (1985) described that one of the most 
important influences upon adolescents is the emotional climate of their families. Some 
families evidence a prevailing mood of gaiety, joy, optimism and happiness. Other 
families reflect a climate of fear, depression, cynicism, and hostility, which has a 
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negative effect on children. Almost every known society has some type of family 
organization that is intermediate between individual and larger social community 
(Murdock, 1949). 
There are several factors in home environment which are found to have 
significant effect on the personality of an individual like relationship between parents, 
parent-child relationship, child rearing practices, socio economic status, parental 
education, sibling order, parental discipline, family size and family structure (nuclear 
or joint). Gomel, Tinsley, Parke and Clark (1998) found that sometimes low-income 
parents tend to see themselves as incapable of fulfilling the needs of child which in 
turn affect the parent-child relationship and as a result holistic development of child is 
affected. Research by Doyle, Markiewicz, Brendgen, Lieberman and Voss (2000) 
indicated that marital adjustment affects the child self-concept and children may 
either externalize problems or internalize them by developing low self-esteem. 
Mutual relationship which family members share among themselves determine 
overall development of the individual including the social, emotional, physical as 
well as psychological aspects. As infant progresses into childhood and then into 
adolescence family unit remains the crucial guiding influence of his personality 
development, unfortunately, faulty family patterns are a fertile source of unhealthy 
development and maladjustment (Patterson, 1992; and Repetti et al., 2002). In every 
child the seed of living, affectionate interaction is present since birth, what is needed 
is favorable environment which can foster it and the greatest responsibility lies on the 
shoulders of parents. Parents are the role model in the home environment, who are 
supposed to provide for the physical, physiological, social and safety needs of their 
children. According to McIntosh (2003) adolescents (particularly boys) who come 
from disadvantaged home environment were more likely to express attitudes inclined 
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towards violence in school setting. A family environment study by Peleg-Popko and 
klingman (2002) revealed that children, who come from homes with poor 
communication, were more anxious and stressed than those from homes with open 
communications. Family plays a very important role in positive development, identity 
formation and self-concept. As suggested by Lau and Kwok (2000) emotional support 
from family plays a significant effect on adjustment and positive mental health. 
Through the kind of relationship family members have among themselves, 
affect children's personality indirectly or directly. Home acts as a backbone of 
children's personality, determining their over-all development in social, emotional, 
physical as well as psychological area. For young children home or family 
environment is a central influence for emotional as welt as cognitive and behavioral 
development (Bradley, Caldwell and Rock 1988; Bradley et al., 1989). The 
effectiveness of family functioning in conditioning children's personality and social 
development has an outstanding importance (Roelfse and Middleton, 1985). Research 
shows that both overall family system functioning and parental behaviors are 
positively related to adolescent well-being (Grotevant, 1998; Karavasilis et al., 2003; 
Kauffman et al., 2000; Miyamoto et al., 2001; Muris et al., 2004; Wolfradt et al., 
2002). When the child starts growing up, he tends to spend less time with the family, 
but the family environment he was raised in his formative years, the relationship he 
shares with family members have profound mark on adolescent personality. It is time 
during which his personality is shaping up, his identity is forming, and there is 
development of sense of independence and control. So if he has good family 
relationship, the adolescent develops in to well-adjusted individual. One of the causes 
for children being hostile, dependent, pessimistic, lacking in conscience and having 
generalized expectation of failure, accompanied by lack of self-confidence is because 
6 
Introduction 
of lack of nurturing mother. Mckinney (1939); Beaven (1949) found that poorly 
adjusted adolescents by contrast, have poor family relationship not only in 
adolescence but also in childhood. Girls with unsatisfactory home environment are 
found to be supersensitive to have inferiority feelings, to be self-conscious, spiteful. 
In case of girls with good home environment/adjustment showed none of the above 
listed behavior patterns (Wolf, 1943). 
Family relationships may also influence adolescent behavior indirectly. When 
strict discipline and very religious atmosphere prevails in home, adolescents are likely 
to show antisocial behavior. Rutter, Gilley & Hagell (1998) reported that antisocial 
behavior is associated with hostile, critical, punitive and coercive parenting. 
From several researches it has been clear that, family or home is the first and 
foremost socializing agency from which child starts getting his fast experience of life. 
Freud has also pointed out that the first five years are very crucial for the 
healthy development of a child. Adler too believed that existence of contradictory 
traits in the child is not innate; instead he attributed them to the early environment. 
Staff (1967) found that the personality of the parents, their attitude, their emotional 
behavior, disposition and the climate of home environment all are crucial factors for 
the personality development of a child. Child typically enters a group, a social 
environment called the family, where mother, father (Maio, Finchan & Hycett, 2000; 
Rohner, 1998), grand-parents (Boon & Brussoni, 1996) and others in the family 
interact in a multitude of ways with infants, toddlers, young children and adolescents. 
To some degree, the nature of interaction depends on the personality characteristics of 
those interacting with youngsters (Clark, Kochanska & Reddy, 2000). O'Leary (1995) 
found that interaction between a mother and her infant determine how that timid 
individual respond to other people throughout his/her life. Parents who always 
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welcome children's friends to home, who share joys and sorrow with their children 
and who have enjoyable time with them are more likely to have well- adjusted sons 
and daughters than the parents whose relationship with their children is less favorable 
(Stott.1939). Reiss and Youniss (2004) found that children who involve in fight with 
their friends have less positive identity formation which in turn was related to 
relationship with their parents. Conflict between parents is likely to result in a 
generally  unsatisfactory home environment and is related to low self-esteem, poor 
school performance and emotional problems in children (Ellis-Schwabe and 
Thornburg, 1986). Poor home environment has been reported to have long term 
effects on adolescent life-style (Albers et al., 1986; Olsson end., 1999). 
The second most important place beside home where a child spends most of 
his time is school. These two environments home and school share an influential 
space in child's life. So school environment is the second variable studied here, in this 
research. So in the following text concepts of school environment are discussed. 
Education system prepares individuals for their role in society. It shapes self-
perception of adolescents, and gives them the foundation for their future participation 
in society, that is not limited to participation in the work place (Evans, 2006). Thus 
examination of school environment is necessary in order to attempt to meet and 
understand the socio-psychological and academic needs of such a significant group. 
Ln early 1960's Stem was one of the first psychologists who used the concept 
of organizational climate to study institutions of higher education. This concept very 
rapidly spread to schools and industrial/business organizations. Thus, Fisher, Docker 
and Fraser (1986) described the history of school climate research that began with the 
work of Pace and Stern who developed and used college characteristics index(CCT) to 
study student and staff perception of college and universities in 1950's. 
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Adolescence is a period when relationship with non- parental adults and peers 
take an increased meaning because adolescents are seeking support from adults 
outside the home (Roser et al., 1998). School can provide this support through good 
quality relationship with teachers and also peer-teacher social support has been 
positively associated with fewer disruptive behaviors (Ryan and Patrick, 2001). 
School is basically one of the important environments which help in overall 
growth, adjustment of adolescents. According to Sagar and Kaplan (1972), by its very 
nature, family is the social-biological unit that exerts greatest influence on 
development and perpetuation of an individual's behavior. Next to family, school 
provides the most important experience in the process of child development. When 
child enters school, he or she is presented with new opportunities in terms of 
socialization and cognitive development. These opportunities are provided in different 
measures in different schools and may have a direct impact on the cognitive and 
affective behaviors of students. The nature of this impact can be understood if we 
devote our research energies to find out environment variables that are most effective 
in promoting optimum development of each child's potentials. School can be defined 
as a place where student get-together, share instructions and social interests, attitudes 
and habits. It is a institution where people learn way of life, mature intellectually and 
enhance their capacities and skill to cope with adverse circumstances. It plays an 
important role in shaping individual's personality and in building career as well. 
School has resources as well as responsibilities that are extremely important in the 
growth of young members of society. It is one of the significant sources which are 
capable of bringing changes and producing learning in children. 
Schools are likely to exert a positive influence if there is a good fit between 
the developmental needs of students and affordances of the school environment. Self- 
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determination theory guides our understanding of children's developmental needs. 
This theory posits that individuals have three fundamental needs: to be meaningfully 
connected to others, to have developmentally appropriate choice and self-direction, 
and thirdly to perceive themselves as competent in their endeavors (Connell & 
Wellborn, 1991; Deci & Ryan, 1985). Schools that provide opportunities for students 
to satisfy these needs are likely to be perceived as positive psychological 
environments. 
The concept of environment as applied to education settings, refer to the 
atmosphere, ambience, tone or settings. School environment or climate may be said 
to, of all the physical, academic, social and emotional conditions prevailing in the 
school. It has been variously called as school climate, school atmosphere, the tone of 
the school or the individuality of the school (Jindal, 1984). Maehr (1991) said that 
school environment is sometimes referred as the school psychological environment or 
what others have referred as "school climate", "school ethos". 
The National School Climate Council (2007) defines school climate in the 
following way: School climate is based on patterns of people's experience of school 
life and reflects norms, goals, values, interpersonal relationship, teaching, and 
learning practices and organizational structures. 
School climate can be seen as the quality of school that "helps each individual 
feel personal worth, dignity and importance, while simultaneously helping create a 
sense of belonging to something beyond ourselves" (Freiberg & Stein, 1999). 
According to Emmons (in Savo, 1996) school climate is quality and frequency 
of interaction that takes place between the educators and learners, between the 
learners themselves, between the principal and the educators between the principal 
and the learners, between the staff at the school and the parents and finally the broader 
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community. Freiberg (1999) said school climate is a complex construct consisting of 
multiple components. Various aspects include: 
1. The Quality of interpersonal relations between students and teachers. 
2, Extent to which students, parents, and staff are involved in collaborative 
decision making. 
3. Extent to which school is perceived as safe and caring place. 
4. Degree to which there are high expectation. 
Moss (1979) described school climate as the social atmosphere of a setting or 
learning environment" in which students have different experiences, depending upon 
the rules and procedures set up by the teachers and administrators. He divided social 
environment in three categories: 
1. First are relationships which include involvement, affiliation with others in the 
classroom as well as teacher support. 
2. Second is related with personal growth or goal orientation, which includes 
personal development and self-enhancement of all members of the 
environment. 
3. Finally the third one is system maintenance and system change which contains 
the orderliness of the environment, the set of rules and strictness of teacher's 
in enforcing the rates. 
School environment is an umbrella term which covers a variety of aspects like 
environment of safety, respect, support and challenges for all school members across 
a wide range of domain's i.e. physical, emotional, social, and cognitive. School 
environment has been acknowledged as an important and vital aspect of any school 
and plays central role in fostering student's cognitive and affective outcomes 
11 
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(Brookover et al., 1978), student's values (Vyskoeil & Goens, 1979) and student's 
personal growth and satisfaction (Bailey, 1979). 
Tableman (2004) stated following categories of school environment: 
A. A Physical Environment that is welcoming and conducive to learning. 
B. A Social Environment which promotes healthy communication and 
interaction. 
C. An Affective Environment that promotes a sense of belonging and self-
esteem. 
D. An Academic Environment that promotes learning and self-fulfillment. 
Discussion of school climate generally distinguishes between two types: 
Custodial and Humanistic (Beane, Lipka & Ludewig, 1980). The custodial climate is 
characterized by concern for maintenance of order, preference for autocratic 
procedures, student stereotyping, punitive sanctions and impersonalness. The 
humanistic climate is characterized by democratic procedures, student participation in 
decision making, personalness, respect, fairness, self-discipline, interaction and 
flexibility. 
There is not one commonly accepted `list" of the essential dimensions that 
colors and shapes school climate. Review of researches, practitioners and scholarly 
writings suggests that there are ten essential dimensions that colors and shapes our 
subjective experience in schools: environment, structural, safety, teaching and 
learning, relationships, sense of school community, morale, peer norms, school-
home community partnership (mutual support and ongoing communication), learning 
community (Cohen, 2006; Freiberg, 1999 ). 
Battistich et al., (1995) studied school climate issues on two levels: a student 
level within schools; and a school level between schools. Sense of community at 
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school was positively associated with pupil's attitude and motives, behavior and to a 
lesser degree academic performance. Recent research suggests that positive school 
climate is associated with reduced aggression and violence (Karcher, 2002; Goldstein, 
Young & Boyd, 2008; Brookmeyer, Fanti & Henrich, 2006). Two aspects of school 
climate (commitment to school and positive feedback from teachers) have been 
shown to affect student's self-esteem (Hoge et al., 1990). Research has also revealed a 
relationship between school climate and student self-concept (L.G Cairns, 1987; Heal, 
1978; Reynolds et al., 1980). School environment may hinder or support children's 
development and achievement motivation (Esposito, 1999; Goodenow, 1993). 
Various aspects of schools such as teacher-student relationships, security and 
maintenance, administration, student academic orientation, and student behavioral 
value all of them affects child's personality. It has been found that adolescent's 
perception of and experience in school is related to various adjustment outcomes such 
as self-esteem and health behaviors (Hurrelmann, Leppin and Nordlobne, 1995; 
Samdal. Natbeam, Wold and Kaunas, 1998). Wilson and Wilson (1992) indicated that 
adolescent's perceived teacher's aspiration has a significant effect on adolescent's 
aspiration. He established that the most important factors associated with children's 
school adjustment and academic achievement is the teacher-student relationship, 
security of the school, and the parent and school relationship. 
Panda, Sahon and Sahoo (1995) and Halpin and Croft (1963) have identified 
six types of school climate. Characteristics of these types are given below: 
1. Open Climate: An open school climate is one in which administration and 
faculty member's behavior is supportive, genuine, and engaged. Here feelings 
of integration and group co-operation are found and most of the members are 
satisfied and enjoy their job. 
13 
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2. Autonomous climate: It refers to an environment in which teachers and 
administrators use skills such as collaboration, interdependence, and problem-
solving and welcome innovation as a sign of improvement and progress. In 
this type of environment complete freedom is given to the staff members to 
formulate their own structures and function for greater interactions. Here staff 
members enjoy a degree of job accomplishment and satisfy their social needs 
to great extent. 
3. Controlled Climate: In the controlled school climate, independence is 
exhibited among the faculty and leadership is primarily provided by the 
educational administration. Here authority is more interested in task 
achievement rather than social need satisfaction. leadership acts stem from 
only one side and in a dictatorial manner. Group involvement is never 
encouraged. Hence, hindrances always prevail in such institution. 
4. Familiar Climate: A familiar school climate tends to be less formal and more 
flexible in response to the needs of students, families, teachers, and 
administrators. In this climate, both the authority and the teachers show 
friendly relationship. The principal exercises leadership in an indirect manner 
and tries to keep production satisfactory and does not hinder the social needs 
satisfaction on the part of the teachers. 
5. Paternal Climate: Paternal climates involve little co-operation of 
administrators with teachers. This type of school climate has a more rigid 
atmosphere, faculty members have to work in the way the principal wants but 
at the same time the principal as a paternal guardian of the school faculty does 
not ignore the individual interest and hence, his behavior is perceived as 
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highly considerate. In this type of climate there is very little scope for faculty 
members to satisfy their social needs and/or derive job satisfaction. 
6. Closed Climate: A closed climate is characterized by lack of genuineness, 
game playing and relational disengagement. A high degree of apathy is found 
on the part of all members of the organization. Here group members neither 
secure needs satisfaction nor job satisfaction with respect to their task-
achievement and the principal is effective in directing the activities of 
teachers. 
All the above components and climate types are important in creating 
environment of a school but the combinations of the above may vary 
according to be situations, hence, proper combination of these can help in 
developing a healthy environment for teachers as well as boasting's talents, 
endowment and academic performance of students. 
A good school facility supports the educational enterprise. With regard to 
building a physical environment, Rutter et al., (1979) observed that school 
environment which includes good working conditions, awareness to pupil needs, and 
a good care and decoration of buildings, is associated with better outcomes for 
student. 
It is a matter of fact that students, teachers and stall's feeling about their 
school environment may involve their own attitudes, behavior and group norms. 
Researchers have proposed that it is the subjective perception of the environment that 
influences individual student outcomes. Power, Higgins and Kohlberg (1989) 
suggested that, the school climate scale applied to students should recognize four 
factors: the normative expectations of student behavior (eg: discipline), the quality of 
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student-school relationships, student-student relationships and student's perception of 
the educational opportunities provided by the school. 
Boekaerts (1993) contended that supportive academic settings may be 
perceived by students as extension of personal resources, and may thus serve to 
reduce anxiety, and negative effect can arise in achievement settings. 
It is also important to know that poor school climate is likely to generate 
school stress. A good school climate has been found to predict not only superior 
academic achievement but also positive behavior and high self-esteem (Rutter et al., 
1979; Ousten et al., 1980; Hoge et al., 1990). A poor school climate by contrast has 
been reported to relate to pupil's stress and even psychopathology (Kasen et al,, 1990; 
Havlinova & Schneidrova, 1995; Kuperminc et al., 1997) 
In the view of above discussion about school environment , it is essential to 
note that the environment in which people live or learn, work is very important for 
their survival, success, happiness and development. Thus it is supposed that a healthy 
school environment is necessary for psychological, physical, social and emotional 
development of the students. 
Having done with the description about home and school environment, efforts 
are now made to describe the two other variables in the present study which are 
aggression and self-concept. 
The word aggression is derived from Latin word "aggredere" which hold a 
variety of meanings that include to approach, to advance, to assail and to attempt. 
When we think of aggression it might be seen that everybody understands what 
aggression is, but the problem comes when we are supposed to define aggression and 
it seems that there is lot of differences regarding its explanation. The simplest 
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definition of "aggression" and the one favored by those with learning theory or 
behaviorist approach is that, it is any behavior that hurts others. 
But the problem with this definition is that, it ignores the intention of the 
person who is doing this act, and intention is one very important factor. So, if we 
ignore intentions, then some actions which are directed towards hurting other person 
may not be labeled as aggressive because at the end they turned out to be harmless. 
Suppose an angiy man fires a gun at someone but the gun turned out to be not loaded. 
The act is harmless but still it would be considered as aggressive, because the 
intention of the man was to kill someone. 'Thus we need to distinguish between hurtful 
behavior and hurtful intentions. 
Aggression is defined here as any action that is intended to hurt others. Ofien 
it is difficult to know someone's intention but we will accept this limitation because 
we can define aggression meaningfully only by including intentions. 
A second distinction is to be made between the antisocial aggression and pro-
social aggression. Normally we think of aggression as bad; but not all the aggressive 
acts are bad, because some aggressive acts are dictated by social norms and are 
therefore considered as pro-social like act of law enforcement, appropriate parental 
discipline etc. 
Some aggressive acts may also fall between pro-social and antisocial and they 
are labeled as sanctioned aggression. This kind of aggression includes acts that are 
well within their bounds and they do not violate accepted social norms, for example, a 
trainer who disciplines a disobedient trainee by punishing him or her is usually 
thought to be well within his rights. 
A third useful distinction is to be made between aggressive behavior and 
aggressive feelings such as anger. Otis overt behavior does not always show our inner 
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feelings. Someone may be quite angry inside but make no outward effort to hurt 
another person. 
Aggression can be seen as a personality trait as well as behavioral act. 
Aggression as a personality trait can be defined as the extent to which a person acts by 
means of aggressive behavior in his environment, on the other hand, aggression as a 
behavior act is any kind of behavior of one animate individual with the goal of 
physical or psychological harm to another individual. 
Dollard et a]. (1939) defined aggressive behavior as any sequence of behavior 
the good response of which is the injury of the other person towards which it is 
directed. According to Bandura (1973) an adequate definition of aggression must 
include both injuries, behavior of the predator and the social judgment of the victim. 
Gilua and Deniels (1969) defined aggression as "the entire spectrum of assertive, 
intrusive and attacking behavior" and they point out that this definition includes 
"overt and covert attack, such as defamatory acts as sarcasm, self-directed attack and 
dominance behavior" as well as "such assertive behavior as forceful and determined 
attempts to master a task and accomplish an act". Aggression is sometimes termed as 
the other side of self-control. Beginning in the late infancy all children display 
aggression from time to time. As interaction with the siblings and peers increase, 
aggressive outburst occur more often (Cole & Dodge, 1998; Tremblay, 2000). It is 
any form of behavior that intends to harm or injure some person, oneself or an object 
(Bjorkgvist & Niemala, 1992). 
Hauber (1980) defined aggression on the road as actual or intended behavior, 
which the offender supposes will do physical or psychological harm to the victim and 
which the victim experience as such. So basically this definition says that the 
aggressors expect that his act will cause physical or psychological harm. Traditionally 
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aggression has been stressed as the intention to harm another living being (Baron and 
Richardson, 1994) and not simply, the delivery of harm, i.e. a manifest response 
"aimed at the injury of a target" (Berkowitz, 1989; bollard et al., 1939; Feshbach, 
1964). 
There are two broad categories of aggression. These include hostile, affective 
or retaliatory aggression and instrumental, predatory or goal-oriented aggression 
(Behar et al., 1990; Bushman and Anderson, 2001; Berkowitz, 1993; McEllisken et 
al., 2004). In instrumental aggression, aggressive behavior is used as a means of 
achieving a goal i.e. the individual wants privilege or space and, in trying to get it, 
shouts at or otherwise attacks a person who is in the way. 
The other type hostile aggression can be of three types: 
1. Physical aggression: harming others through physical injury, for example 
pushing, hitting or punching others or destroying another's property. 
2. Verbal aggression: harm others through threats of physical aggression, name 
calling, verbal teasing. 
3. Relational aggression: damages another's peer relationships through social 
exclusion, malicious gossip or friendship manipulation. It is also called as 
covert, indirect, psychological aggression. 
Although verbal aggression is always direct, physical and relational aggression 
can be either direct or indirect. 
Both, the form of aggression and the way it is expressed changes during 
childhood years. By the late childhood years boys are more physically aggressive of 
the two sexes, more often attacking to block the dominance goals that are typical of 
boys- a difference evident in many cultures (Coie & Dodge, 1998). 
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Girls have a reputation for being more verbally and relationally aggressive 
than boys. In adolescence the gender gap in physical aggression widens (Chesney- 
Lind, 2001). 
Children higher either in physical or relational aggression relative to the ages-
mates tends to remain same overtime (Vaillaa-court et al., 2003). 
Girls who consistently engage in disruptive behavior in childhood are also 
likely to have continuing conduct problems (Cote et al., 2001). 
There are certain common threads that underlie most of the theoretical 
approaches to the problem of aggression. Aggression after all, is simply one form of 
human behavior, and all human activities do have something in common, so too, with 
aggression (Megargee and Hokanson, 1970). 
The first factor we shall call is instigation. By instigation we mean those 
forces within the individual that motivate drive or impel the person towards the 
performance of aggressive behavior. Without such motivation it is unlikely that the 
individual will behave in an aggressive manner. Similarly, a group is not likely to 
behave aggressively unless it has some members who are instigated towards the 
performance of aggressive behavior. It has been found that a child having 
unrealistically high self-esteem paired with high exposure to violence, is a cognitive 
bias which attribute aggressive intent to others, and an impulsive temperamental style, 
is a pattern that may lead to chronic bullying (Baumeister, Bushman, & Campbell, 
2000; Bernstein & Watson, 1997; Schwartz, Dodge, & Coic, 1993). It has also been 
seen that high parental aggression towards their children in the form of physical 
punishment or child abuse, which may be associated with other negative family 
behaviors and with a child's negative self-concept put the child at risk for becoming 
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aggressive (Calverley, Fischer, & Ayoub, 1994; Deater-Deckard et al., 1996; Fischer 
& Ayoub, 1996). 
The second set of factors that we shall consider are inhibitions. Inhibitions are 
factors in the individual personality that oppose the overt expression of aggression. In 
the absence of internal inhibitions, the individual will probably act on his aggressive 
instigation; unless (1) there are other competing responses which are stronger, (2) 
there are external inhibitions present in the environment. Some researchers have 
argued that introverted, inhibited, and shy children are less likely to become 
aggressive and perhaps are more likely to be victims of aggression (e.g., Kagan, 1997; 
Schwartz, Snidman, & Kagan, 1996). 
However, all societies have developed taboos against some form of aggressive 
behavior and most individuals growing up in these cultures learn inhibitions against 
the overt expression of at least some forms of aggressive behavior. 
One's behavior is a function not only of his individual characteristics hut also 
of the situations in which he find himself. It is these situational factors that form the 
third group of variables which we must consider in the analysis of aggressive 
behavior. These situational factors may act either to facilitate or to inhibit the 
expression of aggressive behavior. The presence of the crowd cheering one might 
have a facilitating effect, while being confronted by an officer of the law might have 
an inhibiting effect. 
The disagreement about the relative importance of instigation, inhibitions and 
situational factors pales into insignificance compared with disputes about the origins 
and nature of these variables. 
Both Sigmund Freud and Konrad Lorenz are convinced that aggressive 
instigation stems from man's basic physiology. 
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As far as inhibition goes, Lorenz believes that inhibitions have also evolved 
and therefore must have a biological basis. Freud on the other hand, feels that 
inhibitions developed in the process of interacting with the environment. The primary 
inhibitory agent in the individual is according to Freud, the super ego, which develops 
during the resolution of child's early relationship with his immediate family. So we 
can notice that individual family(home plays an important role in aggression. 
THEORIES OF AGGRESSION:- 
1, The role of biological factors: From instincts to the evolutionary psychological 
perspective: the oldest and probably best known explanation for human 
aggression is the view that human beings are somehow "programmed" for 
violence by their basic nature. Such theories suggest that human violence 
stems from built—in tendencies to aggress against others, The most famous 
supporter of this theory is Sigmund Freud who believes that aggression stem 
mainly from powerful death wish possessed by all persons. According to 
Freud, this instinct is basically aimed at self-destruction, but is soon redirected 
outwards, towards others. 
A related view was proposed by Konrad Lorenz who suggested that 
aggression springs mainly from an inherited fighting instinct that human 
beings share with many other species. Presumably this instinct developed 
during the course of evolution because it helped ensure that only the strongest 
and most vigorous individual would pass their genes on to the next generation. 
Though the social psychologists objected that human aggression is genetically 
programmed. The reasons included (1) human beings aggress against others 
in many different ways-everything from ignoring target persons or spreading 
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false rumors about them. How could such a huge range of behaviors be 
determined by genetic factors? (2) The frequency of aggressive actions varies 
tremendously across human societies- being as much as fifty times more 
common in some societies than in others (Fry, 1998). So social psychologist 
asked, "How can aggressive behavior be determined by genetic factors if such 
huge differences exist"? On the basis of these and other differences they 
concluded that biological and genetic factors play little if any role in human 
aggression, even though they may influence aggression by other species. 
2. Drive Theories: When social psychologists rejected the instinct view by Freud 
and Lorenz, they countered with an alternative of their own: the view that 
aggression stems mainly from an externally elicited drive to harm others. This 
approach is reflected in several different drive theories of aggression (eg, 
Berkowitz, 1989: Feshbach, 1984) These theories basically says that external 
conditions—especially frustration arouse a strong motive to harm others. This 
aggressive drive in turn leads to overt acts of aggression. 
By far the most famous of these theories is the well-known frustration-
aggression hypothesis (Dollard et al., 1939). According to this theory 
frustration leads to the arousal of a drive whose primary goal is that of 
harming some person or objects-primarily the perceived cause of frustration 
(Berkowitz. 1989). 
3. Social Information Processing theory: Another theory that explains aggression 
is social information processing theory as described by Crick and Dodge 
(1994). According to this theory, aggressive youth are less competent in their 
processing of social information then their non-aggressive peers and the 
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manner by which they process social information makes them more likely to 
behave aggressively. 
Aggressive children also tend to interpret ambiguous social situation in 
a way that attributes hostile intent to others, even when information about 
another's intention is unavailable (Berkowitz, 1989; Dodge & Frame, 1982; 
Dodge & Somberg, 1987; Feshbach, 1989; Gauze, 1987; Yoon, Hughes, 
Cavell & Thompson, 2000). A child who is accidently bumped in line may 
push back hard, assuming that the other child bumped her/him on purpose. 
This child may be hostile (also called reactive) aggressor. These children often 
have hostile attribution bias, or hostile attribution of intent; they see other 
strike out angrily in retaliation or self-defense (Crick & Dodge, 1994; De 
Castro. Veertnan, Koops, Bosch, Moushouner, 20(12; Waldman, 1996). 
Rejected children and those exposed to harsh parenting also tend to have a 
hostile attribution bias (Cole & Dodge, 1998; Masten & Coatsworth, 1998; 
Weiss et al, 1992). It has been found that children who are rejected by their 
peers may be denied the opportunity to learn proper social skills, such as 
empathy and adaptive social information processing. This is associated with 
aggressive behavior by these children. One study found that children who are 
rejected in the first grade had higher levels of teacher-reported aggression in 
fifth grade, which was almost twice as high as their non-rejected peers (Dodge 
et al., 2003). Children's tendency to develop biased patterns of processing 
social information as a function of peer rejection accounted for a significant 
portion of this effect. 
4. Social teaming theory: Albert Bandura, one of the leading proponent of social 
learning theory, contends that people learn when to aggress, against whom to 
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aggress and how to aggress (Bandum, 1979; Bandum & Walters, 1963). It can 
occur through both direct and indirect means. Any behavior which is rewarded 
or is reinforced has more chances of it occurring in the future also. Therefore, 
if people act aggressively and receive rewards, they are more likely to act 
aggressively at some later point. The rewards could be material, such as candy 
or money, or they could be social, such as praise or increased status and self-
esteem (Branscombe & Wann, 1994). They also viewed that observational 
learning requires no direct reinforcement to the learner. It generally takes 
place in a social situation involving a model and an imitator. The imitator 
observes the model and experiences the model's behavior and its 
consequences vicariously; this process is called vicarious reinforcement. 
Bandura believed that nearly all learning that takes place through instrumental 
learning, can also take place vicariously through modeling. Many behaviors 
can be learned at least partly through modeling cg: students can watch parents 
read, or see someone acting bravely in a fearful situation. Aggression can he 
learned through models, Many researches indicates that children become more 
aggressive when they observed aggressive or violent models and then if a 
child is rewarded for being aggressive, then that behavior is positively 
reinforced and is more likely to be repeated. Children are most likely to pay 
attention to and model the behavior of those with whom they have a nurturing 
relationship and who also have social control over them (Bandum & Huston, 
1961). Crick et al., (1999) theorized that children may learn socially 
aggressive behaviors through observation of their parent's socially aggressive 
behavior in the marital relationship and in the parent-child dyad. The child 
then models the behavior in their own relationship with their peers. Orotpeter 
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and Crick (1997, as cited in Crick et al., 1999) provided evidence to support 
this theory in a study that found socially aggressive children to have parents 
who are both overtly and socially aggressive toward each other. Children who 
were both overtly and socially aggressive had parents who were socially 
aggressive towards their children. So, Parents are prime candidates as role 
models, but behavior can also be observed and modeled from television, books 
and other mass media sources (Basow, 1986) 
FACTORS SUSTAINING AGGRESSION:- 
What produces an aggressive child? Why are some children more aggressive 
than the other ones? Recently, researchers have made lot of progress in finding out the 
environmental and personal factor; that sustain aggression. Although some children 
especially who are impulsive and over reactive are at risk for aggression, but whether 
they becomes aggressive or not depends on the various environmental factors. 
Impact of television on aggression: In today's industrialized societies exposure to 
television and media is becoming enormous. Children's see a great amount of 
violence on television even with the rise of internet, television remains the dominant 
youth media. 
Experimental and longitudinal studies support a causal relationship between 
watching television violence and acting aggressively (Coie & Dodge, 1998; Geen, 
1994). Children especially whose parents use harsh discipline are more vulnerable 
than adults, to the influence of televised violence (Cole & Dodge, I998).Watching 
media violence, also leads to desensitization effect i.e. after viewing many vivid 
scenes of violence, individuals becomes hardened to the pain and suffering of other 
person; they experience less emotional reaction to such cues than was originally true 
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(Baron, 1974a), and this may lessen their own restraints against engaging in 
aggression. 
Influence of school and peer on aggression: Over the past few decades researches 
have tried to show the link between development of aggressive behavior and school 
environment (Barth, Dunlap, Dane, Lochman and Wells, 2004; Warren, Schoppelrey, 
Moberg and McDonald, 2005). Classroom with high rates of aggressive behavior 
promote aggression in individual children (Barth, Dunlap, Dane. Lochman and Wells, 
2004) and these effects are relatively permanent (Kellan, Ling, Merisca, Brown and 
lalongo, 1998; 'Thomas, Bierman and The conduct problems prevention research 
group; 2006; Warren et al.. 2005). 
Similarly peer acceptance is also found to be linked with aggression. Peer 
acceptance refers to the extent to which a child is viewed by a group of his own age 
member such as classmates as worthy social partner. It has been found as a powerful 
predictor of current and later psychological adjustment. 
Rejected children, especially, are unhappy, alienated, poorly achieving 
children with low self-esteem Peer rejection in childhood is also strongly associated 
with poor school performance, absenteeism, dropout, substance use, antisocial 
behavior and delinquency in adolescence and with criminality in adulthood (Bagwell, 
Newcomb & Bukowski, 1998; Parker & Asher, 1987). There are aggressive children 
among both popular as well as rejected children. Popular antisocial children's peer 
acceptance offers some protection against lasting adjustment difficulties (Coie et al., 
1995; Prinstein & Greca, 2004). 
Personal Causes of Aggression; It has been seen that some persons are "primed" for 
aggression by their personal characteristics. There can be several traits or 
characteristics that seem to play an important role in aggression. Researchers have 
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found that people of type A behavior pattern are found to he more aggressive than 
type B (Baron, Russell & Arms, 1985; Carver & Glass, 1978; Berman, Gladue & 
Taylor, 1993). Additional findings indicate that type A are truly hostile people, they 
are more likely than type B to engage in what is known as hostile aggression (Strube 
et al., 1984), 
The second important personal characteristic that influences aggression is 
hostile attributional bias (Dodge et al., 1986). This term refers to the tendency to 
perceive hostile intentions or motives in other's actions when these action are 
ambiguous. Results of many studies offer support for the potential impact of this to be 
another important personal factor in the occurrence of aggression. 
Another personal factor found related to the occurrence of aggression is 
Narcissism. Studies by Bushman and Baumeister (1998) suggest that persons high in 
narcissism react with exceptionally high levels of aggression to slight feedback from 
others that threatens their inflated self-image. 
Physiology has also found to affect aggression. Several brain structures play 
important roles, particularly structure of the limbic system, including the amygdala 
and the hypothalamus (Weiger & Bear, 1998). Another factor is the sex hormone 
testosterone. Violent criminals have higher levels of testosterone than do non-violent 
criminals (Rubin, Reinisch & Haskett, 1981). 
Then it has also been seen that males are more aggressive than females. 
Research findings indicate that males are more likely than females to engage in 
various forms of direct aggression-action that are aimed at the target and that clearly 
stem from the aggressor (Bjorkqvist, Osterman & Hjelt-Back, 1994). However 
females are more likely than males to engage in various forms of indirect aggression. 
Research findings indicate that gender difference with respect to indirect aggression 
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are present among children as young as eight year old and increase through age fifteen 
(Bjorkqvist, Lagerspetz, and Kaukiainen, 1992, Osterman et al., 1998), and they seem 
to persist in adulthood as well (Bjorkqvist, Osterman & Hjelt-Back, 1994; Green, 
Richardson & lago, 1996). 
Impact of the home environment on aggression: Aggressive behavior tends to be 
bred from early childhood by a combination of stressful home atmosphere; harsh 
discipline; lack of maternal warmth and social support; exposure to aggressive adults 
and neighborhood violence. A negative early relationship with a rejecting mother is 
an important factor. In longitudinal studies, lack of maternal warmth and affection in 
infancy has predicted aggressiveness in early childhood (Coie & Dodge, 1998; 
Mackinnon-Lewis, Starnes, Volling & Johnson, 1997). 
The same child-rearing practices that undermine moral internalization and 
self-control are related to physical and relational aggression. Love withdrawal, power 
assertion, negative comments and emotions, physical punishment and inconsistent 
discipline are linked to antisocial behavior from early childhood through adolescence, 
in children of both sexes and in many cultures (Capaldi et al„ 2002; Chen et al., 2001; 
Yang et al., 2003). 
Negative parent-child relationships may set the stage for prolonged, 
destructive siblings conflicts, in which children imitate their parent's hostile behavior. 
These coercive family processes may foster aggressive tendencies that are carried 
over to peer relations (Mackinnon-Lewis et al., 1997). 
Parents of children who become antisocial often fail to reinforce good 
behavior and are harsh or inconsistent, or both, in stopping or punishing misbehavior 
(Cole & Dodge, 1998). Parents who back down when confronted with a preschooler's 
coercive demands (such as whining or yelling when scolded for not going to bed) may 
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reinforce repetition of the undesirable behavior (Patterson, 1995). On the other hand, 
harsh punishment, especially spanking, often backfires; children who are spanked not 
only suffers frustration, pain, and humiliation (which can spurs to aggression) but also 
see aggressive behavior in an adult model. Vitaro et al., 2000 stated that parents 
besides fostering aggression directly can also encourage it indirectly, through poor 
supervision of children. The most comprehensive study of the early determinants of 
aggression can be found in the work of Sears, Macoby and Levin (1957). From 
carefully executed interviews with 379 New England mothers (and other sources of 
data) these researchers concluded that aggression in small children-defined as 
"behavior intended to hurt or injure someone' was associated with such 
environmental antecedents as parental permissiveness for aggression, the use of 
physically punitive discipline, and maternal lack of self-esteem. 
So the environment the child receives from infancy becomes very crucial 
factor in determining the reasons behind aggression in the later stages of his life. 
Last but not the least the fourth variable of the study is self-concept. The 
following description helps us in understanding the concept of self-concept and its 
importance in today's scenario to be studied. 
Perceptions one gain over whole period of life, none has more profound 
importance than the perceptions we hold about our own personal existence, our 
concept of who we are and how we fit into the world. 
The real challenge in the field of psychology is to predict individual behavior, 
to understand a person and to know not only how he is like with others but also in 
which ways he is unique and why. In order to understand this, self-concept plays a 
significant role. In psychology self-concept generally refers to the "composite of 
ideas, feelings and attitude people have about themselves" (Hilgard, Atkinson & 
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Atkinson, 1979). Raimy (1943) who first defined self-concept said of it: "The self- 
concept is more or less organized perceptual object resulting from present and past 
self-observation....(it is) what a person believes about himself. Self-concept is the 
map which each person consults in order to understand himself, especially during 
moments of crises or choices". He showed, how self-concept serves as an executive in 
that it represents for individual a way to make a variety of decisions with some 
consistency. 
Various psychologists have tried to defined self-concept and they believed that 
it is a very necessary central concept in psychology, as it provides the perspective 
from which individual's behavior could be understood. Allport (1961) has described 
"self-concept as something of which we are immediately aware. We think of it as the 
warm, central private region of our life. As such it plays a crucial part in our 
consciousness (a concept broader than self), in our personality (a concept broader than 
consciousness) and in our organism (a concept broader than personality). Thus it is 
some kind of core in our being. 
Baumeister (1999) defined self-concept as `the individual's belief about 
himself or herself, including the person's attributes and who and what the self is". 
The term self-concept refers to the ordered set of attitudes and perceptions that 
an individual holds about him/herself (Wolfe, 2000; Woolfolk, 2001; and Tuttel & 
Tuttel, 2004). Self-concept is defined as the value that an individual places on his or 
her own characteristics, qualities, abilities and actions (Woolfolk, 2001). 
According to Snygg and Combs (1949) self-concept refers to "those parts of 
the phenomenal field which the individual has differentiated as definite and fairly 
stable characteristics of himself'. Thus, they viewed the self-concept as the nucleus of 
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a broader organization which contains incidental and changeable as well as stable 
personality characteristics. 
Roger's (1951) thought self-concept as "an organized configuration of 
perception of the self which are admissible to awareness. It is composed of such 
elements as the perception of one's characteristics and abilities: the percepts and the 
concepts of the self in relation to others and the environment: the value qualities 
which are perceived as associated with experiences and objects, and goals and ideals 
which are perceived as having, positive or negative value". 
Roger (1959) considered that selfconcept has three different components: 
1_ Self-image: refers to the views a person have about oneself. 
2. Self-esteem or self-worth means bow much value a person place on oneself. 
3. Ideal self is the self that a person would like to be. 
As long as there is harmonious relationship between real self and ideal self, 
the individual remains happy and satisfied but as soon as individual realizes the 
discrepancy between his ideal-self and real-self there arises sadness, anxiety, 
dissatisfaction in the individual. Arai (2001) found smaller the positive ideal-real 
discrepancy, and the larger negative ideal-real discrepancy, the higher is the self-
acceptance score. Schiffrnan et al., (2001) also described that self-concept consist of 
four components, actual self-concept, ideal self-concept, social self-concept and ideal 
social self-concept. Within his framework, actual self-concept refers to the present 
way in which individual perceive themselves (reality), whereas, the ideal self-concept 
refers to the manner in which they would like to perceive themselves. Social self-
concept refers to the way individual believes others perceive them, while ideal social 
self-concept represents the way the individual desires to be perceived by others. 
Similarly Burns (1982) said that self-concept comprises of three main elements: 
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1. The identity of the subject or self-image referred to as the perceptions of 
him/herself. 
2. The self-esteem which is related to the value individual attach to a particular 
manner in which they see themselves. 
3. A behavior component, which means how self-concept influence and 
formulates individual's behavior (Machargo, 1997; McClum and Merrell, 
1998; Zagol, 2001 and Tuttel & Tuttel, 2004) 
Self-concept and self-esteem are related and complimentary i.e. a positive self-
concept implies positive self-esteem and vice-versa (Bums, 1982). 
Purkey (1988) defined self-concept as the sum of a complex, organized, and 
dynamic system of learned beliefs, attitudes and opinions that each person holds to be 
true about his or her personal existence. It is believed that each person's belief 
provide consistency and predictability in behavior. According to Klein, Loftus and 
Burton (1989) and Van Hook and Higging (1988) self-concept is an organized 
collection of beliefs and self-perceptions about oneself, including one's attitudes, 
knowledge and feelings regarding abilities, appearance and social relationships. 
Epstein (1973) and Oyserman and Packer (1996) referred that self-concept is 
the sum total of a person's thoughts and feelings which defines the self as an object. It 
is a 'theory" of individual's personal behavior, capabilities and social relationships 
that he/she constructs in the course of social interaction beginning with immediate 
family members (e.g., parents, siblings, relatives, etc.) and then broadening to 
interactions with those beyond the family such as peers and the general community. 
Further, Kalliopuska (1984) enumerated three components which help in 
building self-concept of an individual. These are (1) cognitive components. which are 
connected with the qualities and functions of self evaluation and social interaction, (2) 
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affective components, which include the person's feelings towards himself/herself, (3) 
behavioral components, which refers to those connotations with which the individual 
behaves in ways, which may either underestimate or appreciate himself/herself. 
Self-concept has at-least five characteristics. It is organized, dynamic, 
complex, consistent and learned. 
1. Self-concept as an organized structure; Purkey and Stanley (1991) agree that 
self is characterized by internal harmony and orderliness. Each person tries to 
maintain an organized set of internal belief and external behavior and there 
must be order and harmony in the process. It is generally the stable and 
organized quality of self-concept that gives consistency to the personality. 
2. Self-concept as a complex structure: Self-concept consists of a lot of personal 
beliefs and attitudes that decides how the individual will act or react to any 
object in its environment. Self-concept is multi-dimensional; it includes one's 
body image, intellectual aspirations, social goals and moral ideas. Different 
dimensions, which make the self-concept to he complex, integrate and form a 
totality in one's self-image and a person is viewed as whole. 
3. Self-concept as dynamic structure: Self-concept is not inherited; it is 
something which is learned. Since its development is considered as continuous 
process, so there is constant flow of new ideas and discarding of old ideas. 
Purkey (1970) emphasized that self-concept is not a static entity, but a 
dynamic construct, constantly evolving internal state. The self as an 
instinctive, but developing as a process of experience, possessing infinite 
capacity for growth and change. 
4. Self-concept as a consistent structure: Each person while growing acquires 
expectation about what behavior is appropriate to any particular situation. And 
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these reactions become quite consistent with his self. Thus self-concept is seen 
as consistent structure; without this consistency in behavior, it is difficult to 
imagine a stable personality. 
5. Self-concept is learned: No one is born with a self-concept. It emerges during 
our early childhood and is molded overtime by our experiences as we mature. 
Shavelson. Hubner and Stanton (1976) postulated that self-concept in general 
term is one's perception of self. This is basically derived from interaction with 
significant other's in our life, by self-attribution and the overall experience that he 
gains in the social environment. They identified self-concept as being hierarchical and 
complex. The main self-concept consists of the general self-concept. This general 
self-concept is broken down into academic and non-academic self-concept. The 
academic self-concept consists of various subjects like English, Social Science, 
Mathematics and Science etc. The non-academic self-concept however consists of 
social, physical and emotional self-concepts. The social self-concept refer to peer and 
significant other's self-concept, the emotional self-concept can be seen as self-
explanatory and physical self-concept consisted of physical ability and how the 
individual perceived physical appearance (Hattie, 1992; Waugh, 1999). Erickson 
(1968) suggested that it is during adolescence that the social and emotional self 
becomes particularly important. 
As far as development of self-concept is concerned, the first and most basic 
concept of self (the primary self) is, as Glasner (1961) has pointed out formed "within 
the womb of family relationship". Other concepts of self (secondary concepts) are 
acquired in other group environment outside the home. The primary self-concepts will 
affect selection of situations in which secondary concepts of self are formed. Child's 
self-concept includes physical and psychological self-images. Physical self-images 
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are generally formed first: they relate to child's general appearance, its attractiveness 
or unattractiveness, its sex appropriateness or un-appropriateness and to the 
importance of the different part of his body to his behavior and the prestige they give 
him in the eyes of the world. Child's psychological self-images are based on his 
thoughts, feelings and emotions; they consist of the qualities and abilities that play a 
role of importance in his adjustment to life, qualities such as courage, honesty, 
independence, self- confidence and aspirations of different types. As he grows older, 
these self-concepts gradually fuse and he perceives himself as unified individual. 
Lewis (1990) suggested that development of self-concept has two aspects viz., 
existential and categorical self. Existential self is "the most basic part of the self-
schema or self-concept; the sense of being separate and distinct from others and the 
awareness of the constancy of the self' (Bee 1992). Children realize that they exist as 
a separate entity from others and they continue to exist overtime and space. It begins 
as young as two or three months old and arises in part due to the relation child has 
with the world. Second is categorical self after realizing his existence, child becomes 
aware that he or she is also an object in the world, which can be experienced and 
which has properties (eg age, skill, gender). In early childhood categories with which 
the children demarcate themselves are very concrete like height and color but later on 
in life it starts including psychological traits as well. 
Self-concept. which refers to the cluster of the most private meanings a person 
refers to hislher `self' is not an end or accomplished product at birth. It is not a reality 
at birth but is open to innumerable potentialities. It is something, which continuously 
develops, and how it develops and what its constituent attitudes will depend upon the 
family and psychological environment in which the individual is brought up. 
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The home environment in which a child is brought up has a significant effect 
on child's self-concept. Not only the parents but the experiences that child have with 
other members of the family has profound effect in developing his self-concept. The 
child self-concept develops as a result of social interaction. Essential to social 
interaction are the issues of "empathy, trust, nurturance and expectations" (Hattie, 
1992). In early childhood child's developing self-concept is largely influenced by 
parental evaluations, interests and expectations" (Hattie, 1992). Mother and father 
affect the self-concept differently. Messages from mothers affect different aspect of a 
child's self-concept than the messages communicated by fathers (Dailey, 2009). This 
study suggests that challenges from mother have significant effect on the self-esteem 
of a late adolescent, with confirmations from the father having a greater influence on 
the personality of an adolescent. Still, the confirmation of father does have a 
significant influence on the self-esteem of the child, but father's confirmation holds 
greater weight during the earlier stages of adolescents. Be also offered an explanation 
for this change in importance from father in earlier adolescence to the growing 
importance of challenges offered by mother during the latter part of adolescence. This 
suggestion made by Dailey (2009) as to why father's confirmation is more influential 
during the earlier stage of adolescence is the idea that fathers are not expected to be 
the primary nurturer of children, and therefore, the messages of confirmation 
communicated by the father are held with more weightage because they are less 
expected. 
A healthy positive feedback by parents to children about their activity can be 
very helpful for developing positive self-concept and confidence in them. As 
Kuppuswamy (1954) explained that "the self-concept is not a finished product at 
birth, but is something which develops and how it develops, what its constituent 
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attitude are, depend upon the family in which the individual is brought up with all the 
social norms of the group to which his family belongs and the education and 
experiences of each individual". Statements made by his parents, their praise or blame 
contribute to the development of a concept of self. The Family plays a very important 
role especially in positive development, identity formation and self-concept. In-fact it 
is assumed that a healthy self-concept provide the right direction to the life as it helps 
in making right decisions. In this regard Franken (1994) stated that there is a great 
deal of research which shows that self-concept is perhaps the basis of all motivated 
behavior. It is the self-concept that gives rise to possible selves and it is possible 
selves that create the motivation for behavior. Hence, it helps an individual to know 
about possibilities and to set goals and motivate them to behave in a way which will 
lead to achievement of those goals. 
Child's relationships with people outside home are equally important. How 
people outside the home treat him, what they say about him, and what status he 
achieves in the group strengthen or modify the self-concept learned in the home 
environment (Brandt, 1957; Brown, 1954). The various factors which affect the 
child's concept of self includes school demands, school opportunities, religious 
affiliation, opinions of peers, parents expectations, family personal problems, family 
economic problems, physical state of the child, biological maturation, impact of radio, 
television etc (Crow and Crow, 1962). According to Gadeyne et al., (2004) to develop 
child's positive self-concept, parents need to provide a harmonious household climate, 
full of happiness and have adequate necessities. While at school teacher's needs to 
provide a conclusive learning environment and be sensitive to psychological needs of 
the students. According to Leung et al., (1998) school influence is very important in 
developing student's personality as the process of socialization at home should be 
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carried out further in schools. Thus teachers have direct influence on a child's 
feelings, inspirations and attitudes. Buri (1991) pointed out that teachers play an 
important role in developing the self-concept among children. Teacher's judgment of 
a child and what they do to the child has an impact on self-concept. 
In adolescent, the concept of self is further colored by psychological and 
social relations (Clarke- Stewart & Friedman, 1987). Young adolescents are aware of 
their self-awareness and they know that people can think about their own experiences. 
Later in adolescence, people come to understand that some mental events are beyond 
conscious control. The environment plays an important role in building or influencing 
the concept of self. So the concept is just not formed by direct influence of others, 
although that can take place, but through taking other's perspectives towards 
ourselves (Wicklund & Eckert 1992). 
From above description about self-concept it makes us pretty sure that it is an 
important factor in an individual's life and is also very important in order to shape the 
personality of a person in the right direction helping him to make decisions which can 
lead him to the path of success or failure. 
SIGNIFICANCE OF THE STUDY:- 
The researcher has opted for the present research to study home and school 
environment as the determinants of aggression and self-concept of advantaged and 
disadvantaged school children. In today's era of cut throat competition it has largely 
become important to have a control, adjusted behavior to survive. As an adult, the 
responsible behavior can only be achieved if roots of early childhood upbringing have 
been good. Powell (1963) stated that many of the values, attitudes, and interests that 
are part of an individual's adult behavior had their beginnings and indeed were often 
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fully crystallized through the early influences of home and family. So, the researcher 
wanted to, deeply investigate how the environment of home and school can affect 
various aspects of an individual's personality. In the present study researcher has 
categorized school as advantaged and disadvantaged. Schools which had proper 
infrastructure and hygiene, which focused on extra-curricular activities, a good 
teaching environment, where students also scored high in academic, were termed as 
advantaged while schools which lacked in all the above mention things were termed 
as disadvantaged schools. 
Aggression is generally defined as any behavior that intents to harm another 
person who does not want to be harmed (Baron and Richardson, 1994). Early 
aggression has been related to a host of social problems in adolescence and adulthood, 
including substance abuse, unconventionality, and low achievement (Brook and 
Newcomb, 1995). It is found to be related to various mental health problems in 
children, including externalizing disorder such as oppositional defiant disorder and 
conduct disorder, as well as internalizing disorder like depression and anxiety 
(American Psychiatric Association, 1994).The family environment and the school 
environment have regularly been linked in the scientific literature to psychological 
and behavioral adjustment in the adolescent period (Estevez. Musitu and Herrero, 
2005; Stevens, De Bourdeaudhuij and Van Oost, 2002). So, one of the aim of present 
research was to study how the most primary and important environment of home and 
school will affect the aggression and these environment being so wide, so what are 
those factors about these environments in particular which influences aggression the 
most. 
As child moves into adolescence, he or she faces different challenges, 
stressors and good opportunities. An important factor that helps children to pass 
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through all this is positive self-concept. Self-concept of a person includes a composite 
of their feelings, a generalized view of their social acceptance and their personal 
feelings about themselves (Belmore and Cilleson, 2006). Researches have shown that 
higher levels of self-concept are linked to various educational outcomes such as 
academic effort, coursework selections, educational aspirations and academic 
achievement (Marsh, 1990a; Marsh and Craven, 1997; Marsh and Hau, 2003). And as 
Shavelson, Hubner and Stanton (1976) in defining self-concept puts that it is formed 
from experiences and relationships with the environment, where significant people 
play an important role. So the researcher wanted to find out what are those factors of 
these environment in particular which affects the self-concept and also during the 
exhaustive survey of literature, researcher did not came across any research which 
tried to study aggression and self-concept taking into account both home and school 
environment and in addition the types of school (subsamples: advantaged and 
disadvantaged schools). So, the researcher wanted to combinedly explore all the 
variables. 
OBJECTIVES:- 
1. To determine the influence of home environment and its dimensions (control, 
protectiveness, punishment, conformity, social isolation, reward, deprivation 
of privileges, nurturance, rejection, permissiveness) on aggression and self-
concept for total sample (advantaged and disadvantaged school children). 
2. To determine the influence of home environment and its dimensions (control, 
protectiveness, punishrnent, conformity, social isolation, reward, deprivation 
of privileges, nurturance, rejection, permissiveness) on aggression and self-
concept of advantaged school children. 
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3. To determine the influence of home environment and its dimensions (control, 
protectiveness, punishment, conformity, social isolation, reward, deprivation 
of privileges, nurturance, rejection, permissiveness) on aggression and self-
concept of disadvantaged school children. 
4. To determine the influence of school environment and its dimensions (creative 
stimulation, cognitive encouragement, acceptance, permissiveness, rejection, 
control) on aggression and self-concept for total sample (advantaged and 
disadvantaged school children). 
5. To determine the influence of school environment and its dimensions (creative 
stimulation, cognitive encouragement, acceptance, permissiveness, rejection, 
control) on aggression and self-concept of advantaged school children. 
6. To determine the influence of school environment and its dimensions (creative 
stimulation, cognitive encouragement, acceptance, permissiveness, rejection, 
control) on aggression and self-concept of disadvantaged school children. 
7. To determine the difference between boys and girls on self-concept and 
aggression for total sample (advantaged and disadvantaged school children). 
8. To determine the difference between boys and girls on self-concept and 
aggression in advantaged school children. 
9. To determine the difference between boys and girls on self-concept and 
aggression in disadvantaged school children. 
HYPOTHESIS:- 
Formulation of hypotheses is a very important part of the research 
investigation. A scientific investigation starts with statement of a solvable problem 
called hypothesis. A hypothesis is a presumption which provides the bases for 
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investigation and ensures the proper direction in which the study should proceed 
(Michael, 1985). Therefore, hypotheses are highly important in every scientific 
investigation because they work as instrument of theory, have a prediction values, and 
also they are powerful tools for the advancement of knowledge and in making 
interpretation meaningful (Kerlinger, 1983). 
H2. Home environment and its dimensions (control, protectiveness, punishment, 
conformity, social isolation, reward, deprivation of privileges, nurturance, 
rejection, and permissiveness) will influence aggression and self-concept for 
total sample (advantaged and disadvantaged school children). 
H2. 
	
	Home environment and its dimensions (control, protectiveness, punishment, 
conformity, social isolation, reward, deprivation of privileges, nurturance, 
rejection, and permissiveness) will influence aggression and self-concept of 
advantaged school children. 
143. Home environment and its dimensions (control, protectiveness, punishment, 
conformity, social isolation, reward, deprivation of privileges, nurturance, 
rejection, and permissiveness) will influence aggression and self-concept of 
disadvantaged school children. 
H4. School environment and its dimensions (creative stimulation, cognitive 
encouragement, acceptance, permissiveness, rejection, and control) will 
influence aggression and self-concept for total sample (advantaged and 
disadvantaged school children). 
H5. School environment and its dimensions (creative stimulation, cognitive 
encouragement, acceptance, permissiveness, rejection, and control) will 
influence aggression and self-concept of advantaged school children. 
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H6. School environment and its dimensions (creative stimulation, cognitive 
encouragement, acceptance, permissiveness, rejection, and control) will 
influence aggression and self-concept of disadvantaged school children. 
H7. There is no difference between boys and girls on self-concept and aggression 
for total sample (advantaged and disadvantaged school children). 
H8. There is no difference between boys and girls on self-concept and aggression 
for advantaged school children. 
H9. There is no difference between boys and girls on self-concept and aggression 
for disadvantaged school children. 
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REVIEW OF LITERATURE 
The purpose of this chapter is to review the available researches conducted in 
the past which is related to the topic being studied in the present research. Review of 
literature is very important aspect of the research as it provides deep understanding of 
the variables being studied and also helps in properly planning and executing the 
research, It not only helps in studying the past researches but also helps in 
ascertaining that what is being currently going on in the context being studied, it helps 
in knowing the loopholes in the previous researches, which in turn helps in 
formulating the problem, objet lives and hypotheses. 
Objective of this study is to understand the predictive influence of home and 
school environment on aggression and self-concept of advantaged and disadvantaged 
school children. In following sections the researcher has reviewed all the above 
variables in frame of reference they are used in the research. All possible efforts are 
made by the researcher to review the literature which is directly or indirectly related 
to the present research. 
Saavedra (1980) measured adolescent's perception of their parents along the 
dimensions of warmth and control and their perception of self. Result showed a 
significant correlation between perceived parental warmth and reported self-esteem 
and self-adequacy. The joint effects of perceived parental warmth and perceived 
parental control turned out to be better predictor of self-adequacy than either 
perceived parental warmth or perceived parental control alone. 
Crase et al. (1981) studied children's self-concept in relation to perception of 
parent's behavior. Results indicated that girls rated (a) both parents higher on 
inconsistent discipline and (b) father higher on lax discipline than did boys. Self-
concept scores of both boys and girls were found to be significantly correlated with 
mother dimensions i.e. acceptance of individuation (+), hostile control (-), 
inconsistent discipline (-) and with father dimensions i.e. control by guilt (-) and 
inconsistent discipline (-). Girls' self-concept scores were significantly correlated with 
mother's intrusiveness (-). Results for inconsistent discipline indicate possible 
influence of parental controlling techniques on children's self-concept. 
Litovsky (1983) investigated the relationship between aspects of child rearing 
and adolescent self-concept. The results showed positive correlation between 
acceptance/rejection dimension and various sub-scores of self-esteem. Correlation 
between self-esteem and psychological autonomy! psychological control was found to 
be negative. Correlation was stronger for perceptions of mothers as opposed to 
father's child rearing practices. High self-esteemed adolescents perceived their 
parents more accepting, using less psychological control, and not being overly firm in 
making and enforcing rules and regulating the adolescent's behavior. Results support 
the contention that optimal self-concept development takes place in an atmosphere of 
acceptance that allows the adolescent autonomy and opportunity to learn 
competencies. 
Gelles and Harrop (1991) reported that children who experience frequent 
verbal aggression (such as swearing and insulting) from parents exhibited higher rates 
of physical aggression, delinquency and inter-personal problems than other children. 
This relationship was found to be robust since it applied to pre-school, elementary and 
high school aged children, both boys and girls and to children who were both 
physically punished as well as those who were not. Children who experienced both 
verbal aggression and physical punishment exhibited highest rate of verbal 
aggression, delinquency and interpersonal problems. 
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Flynn (1993) studied the relationship between the preschool children's self- 
concept and the parent's use of authority. Strong relationship was found between 
boy's self-concept and the mother's use of control. Mothers who used more control 
had boys with higher self-concept. More control was advocated by parents of girls 
than parents of boys. Both mother's and father's self-concept and the self-concept of 
their daughters and sons were strongly related. 
Killeen (1993) carried out the study to find about parental influence on 
children's self-concept and self-esteem within economically disadvantaged families. 
The results supported a model in which parents (a) influence self-concept by 
providing children with information on how well they perform in specific domains 
and which domains are important, and (b) influence self-esteem by their affective 
behavior. Children and parents clearly agreed on the children's competence in school, 
social acceptance, and behavior, but not in athletics or physical appearance. Family 
members did not consistently agree in their importance ratings. Global self-worth was 
predicted by children's perception of parental support and perceived competence in 
domains that were important to the parents. 
Chaudhary et al. (1995) examined the role of home environment (authoritarian 
vs. democratic) on different dimensions of adjustment. Findings indicated that 
children form a democratic home environment exhibited superior adjustment in all 
areas (home, health, social, emotional and composite) compared to their counterparts 
reared in an authoritarian home environment 
Shek (1997) studied family environment, adolescent psychological well-being, 
school adjustment and problem behavior. Measures of the family environment include 
perceived paternal and maternal parenting styles, family functioning and conflict with 
father and mother. Results indicate that adolescent's perception of parenting style, 
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family functioning and parent-adolescent conflict were significantly related to scores 
on measures of psychological well-being (general psychiatric morbidity, life 
satisfaction, purpose in life, hopelessness and self-esteem), school adjustment 
(perceived academic performance and school conduct) and problem behavior. The 
finding suggested that family factors play an important role in influencing 
psychosocial adjustment, particularly the positive mental health of Chinese 
adolescent. 
McClum and Merrell (1998) studied the relationship between adolescent's 
perception of their parent's responsiveness and demandingness, adolescent's locus of 
control orientation and adolescent's self-concept rating. The findings indicated that an 
authoritative style of parenting may contribute to the development of self-adequacy 
by being associated with internal locus of control orientation and stronger self-
concept, while permissive and authoritarian styles of parenting may be associated 
with negative patterns of social emotional development. 
Harvey and Byrd (1998) studied how level of self-esteem of adolescents was 
related to their perception of their family environment and their perception level of 
attachment with their parents. Early adolescent's self-esteem was related to their 
pattern of attachment with their caregivers, whereas late adolescent's level of self-
esteem was more related to specific aspects of their family environment. This pattern 
was consistent with earlier positions that early adolescents were engaged in 
information seeking, while late adolescents were attempting to integrate information 
to form an adult identity. 
Solomon and Serres (1999) distinguished the effect of verbal aggression from 
those of physical aggression and investigated whether parental verbal violence has 
negative effects on children's self-esteem and academic achievement. Results showed 
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that parental verbal aggression alone as separate and distinct from physical 
punishment contributes to lowering children's self-esteem and school achievement. 
Sally (2000) investigated the perception of different parenting attitudes of 
adolescents and its impact on self-concept and self-complexity of development. The 
result proved that authoritative and indulgent families, providing nurture and warmth 
contribute positively to the development of different self-components. Authoritarian 
family system, however proved to show a less enhancing background for the self-
development of youngsters. Self-concept components, as well as self-complexity, 
were also influenced by the parenting attitudes in indulgent family systems, where 
restriction was low. 
Medvedovaluba (2000) investigated the relationships of family dimensions 
with self-esteem in early adolescence. Analysis of results showed that in all subjects 
there was a positive relationship of self-esteem with cohesion, organization, 
expressiveness and recreational orientation in family. In males self-esteem was 
positively related to moral global-opinion orientation and in female's negatively 
related to intellectually cultural family orientation. A highly significant relationship 
was found between self-esteem and family conflict in all subjects. Subjects from high 
conflict families had a lower self-esteem, weaker inward control and higher anxiety. 
Pomerantz (2001) tested a hypothesis that when parents used intrusive support 
frequently, children engaging in negative self-evaluative processes would be more 
vulnerable to depressive symptoms than children engaging in positive self-evaluative 
processes. Children in the 5th through 7th grades took part in a 2-wave longitudinal 
study over 6 months. The results suggested that both parents and children contribute 
to the development of depressive symptoms. When parental intrusive support was 
high, children engaged in negative self-evaluative processes experienced more 
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depressive symptoms over time than children engaging in positive self-evaluative 
processes. 
Bean et al. (2003) examined the relationships between adolescent functioning 
(i.e. self-esteem and academic achievement) and parental support, behavioral control 
and psychological control in European American and African American adolescents. 
Hierarchical regression analysis indicated that supportive behaviors of African 
American mothers toward their adolescent children positively predicted both self-
esteem and academic achievement. Psychological control was significantly related to 
adolescent self-esteem in both the models of paternal parenting and maternal 
parenting. In addition, among European American adolescents, behavioral control was 
a significant predictor of academic achievement and self-esteem. 
Chang et al. (2003) presented a model of harsh parenting that has an indirect 
effect as well as a direct effect, on child aggression in the school environment through 
the mediating process of child emotion regulation. It was found that mother's harsh 
parenting affected child emotion regulation more strongly than father's whereas harsh 
parenting emanating from fathers had stronger effect on child aggression. Father's 
harsh parenting also affected sons more than daughters, whereas there was no gender 
differential effect with mother's harsh parenting. 
Sillars et al. (2005) examined communication and parent adolescent 
understanding about family conflict, adolescent self-concept and immediate thoughts 
(or empathic accuracy). Parental understanding of child's self-concept was associated 
with frequent and open communication, high parent child relationship satisfaction and 
a strong child self-concept. Parental understanding of conflict perceptions was 
associated with high conformity and low relationship satisfaction. Parental 
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understanding of the immediate thoughts of children was quite low and was not 
consistently related to communication, relationship satisfaction or child self-concept. 
Sim et al. (2005) studied how parental punishment and children's aggression 
are related, and possible moderation by authoritative control and rejection. A sample 
of 286 Singapore Chinese preschooler's aged 4-6 reported on rejection; their parents 
reported on control, caning and slapping; and their teachers rated child aggression. 
Results show that father caning is related to aggression, regardless of child gender, 
whereas mother caning is related to child aggression only at low rejection. Mother 
slapping is related to son's aggression, whereas father slapping is related to daughter's 
aggression only at low rejection. Control does not moderate any of the punishment-
aggression links. 
Cournoyer et al. (2005) studied perception of parental acceptance-rejection, 
parental control and self-concept in a sample of 108 university students in the city of 
kharkov Ukraine. Respondent generally regarded their parents as loving, warm and 
low in hostility, aggression, neglect and indifference. The participants also revealed 
moderately positive self-concepts. The more accepting the participants perceived their 
mother and father to be, the more likely the students were to hold positive self-
concepts. 
Finkenauer et al. (2005) investigated whether parenting behaviors are directly 
or indirectly (through building self-control) associated with emotional (depression, 
stress, low self-esteem) and behavioral (delinquency, aggression) problems among 
adolescents. Both types of problems were directly, negatively related to adaptive 
parenting behavior (high parental acceptance, strict control and monitoring and little 
use of manipulative psychological control). And self-control partially mediated the 
link between parenting behavior and adolescent problems. There was no sign that 
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high self-control was associated with drawbacks or increased risk of psychosocial 
problems. 
Hale et al. (2005) examined the association of perceived parental rejection to 
adolescent depression and aggression. Results indicated that perceived parental 
rejection mediated through adolescent depression, explains aggressive behaviors of 
adolescents, and these effects are also somewhat dependent on the gender and the age 
of the adolescents. 
Parker et al. (2005) examined the role of parental support and monitoring as 
they relate to adolescent outcomes. Results indicated that both parental support and 
parental monitoring were related to greater self-esteem and lower risk behaviors. 
Rana and Malhotra (2005) examined the relationship between family 
environment and the development of aggressive tendencies. The results demonstrated 
that family environment affected aggressive behavior. Gender differences, as 
expected showed that boys scored higher than girls on physical, verbal and indirect 
aggression. 
Yizhen at al. (2006) identified the family factors relevant to aggression. The 
results showed that maternal education, paternal occupation, family type, parental 
child rearing attitude and patterns, student's interpersonal relationship were 
significantly associated with children's and adolescent's aggression. The risk factors 
of aggression were parental child-rearing patterns, peer relationship, teacher-student 
relationship and family conflict. 
Bansal et al. (2006) carried out the relationship between quality of home 
environment, locus of control and achievement motivation. Result showed that good 
quality of home environment had significant positive correlation with high level of 
achievement motivation among high achievers. It was found that as the quality of 
52 
9ROview of Liumtuvr 
home environment deteriorated, the level of achievement also deteriorated. "internal" 
locus of control had significant positive correlation with quality of home environment. 
"External" locus of control was non-significantly related with achievement levels and 
quality of home environment. Significantly greater proportion of high achievers with 
`average' level of achievement motivation showed 'internal' locus of control. 
Whereas distribution of high achievers with high and low levels of achievement 
motivation showed no significant difference for the internal and external locus of 
control. 
Outal. (2006) examined the impact of quality of parent-child attachment on 
aggression, social stress and self-esteem in a clinical sample of 91 boys with 
disruptive behavior disorders ranging from 8 to 12 years of age. Those boys were 
included in the study, which were found to exhibit various aggressive and antisocial 
behaviors such as getting into fights, telling lies and teasing others. Multiple 
regression analyses found that the quality of parent-child attachment significantly 
predicted parent-rated aggression. social stress and self-esteem. Higher quality of 
parent-child attachment was associated with lower levels of parent—rated aggression, 
lower level of social stress and higher levels of self-esteem. 
DeHart et al. (2006) examined the link between parenting style and implicit 
self-esteem. Children who reported their parents to be nurturing had higher implicit 
self-esteem and those who reported their parent to be overprotective had lower 
implicit self-esteem. Mother's independent reports of their early interactions with 
their children were also related to children's level of implicit self-esteem. 
Schmitz (2006) examined the influence of social and family contexts on the 
self-esteem of Mexican. Mexican-American and Puerto Rican children. Results 
indicated significant social and family effects on cognitive stimulation and emotional 
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support in home environment and on the academic self-esteem. However home 
environment was not predictive of child global self-esteem. The results indicated that 
socio-economic status and family structure influence the presence of a cognitively 
stimulating and emotionally supportive home environment, but these aspects of home 
environment do not influence the development of child self-worth and scholastic self-
perception. 
Malete (2007) examined the relationship between family factors and 
secondary school student's aggressive and antisocial behavior. Participants were 
1,478 juniors and senior secondary school students from four major urban centers in 
Botswana aged 12-20. High scores on antisocial and aggressive behavior were 
significantly related to poor parent-child relations and low parental monitoring. 
Martinez et al (2007) explored the relationship between parenting styles and 
self-esteem among 1,239 1I-15 years old Brazilian adolescents. Adolescents from 
indulgent families scored higher than adolescents from authoritarian and neglectful 
families in four self-esteem dimensions: academic, social, family and physical. 
Adolescents from authoritative families scored higher than adolescents from 
authoritarian and neglectful families in three self-esteem dimensions: academic, social 
and family. These results suggest that authoritative parenting is not associated with 
optimum self-esteem in Brazil. 
Underwood et al. (2008) investigated whether negative inter-parental conflict 
strategies (stonewalling, triangulation, verbal aggression and physical aggression) and 
parenting styles were related to social and physical aggression with peers for children, 
followed longitudinally from age 9 to 10. Structural equation modeling demonstrated 
that, for girls, mother's negative inter-parental conflict strategies were positively 
associated with both social and physical aggression at school, father's negative 
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conflict strategies were not related to aggression for either gender and no relations 
emerged for parenting styles. 
Daulta (2008) studied the impact of home environment on scholastic 
achievement. Data revealed that boys of high home environment group achieved 
significantly greater mean score than the boys falling in the group of low home 
environment. The impact of home environment has also been observed in the mean 
values of scholastic achievement of girls belonging to high, medium and low home 
environment groups. Results also showed that good quality of home environment had 
significant positive correlation with "high" level of scholastic achievement in boys 
than among girls. It was also found that as the quality of home environment 
deteriorates, the level of scholastic achievement also declines in boys. 
Lian and Yusoff (2009) investigated the effect of parental relationship on the 
self-esteem of school going children, Questionnaire was designed to measure the level 
of parental relationship, family cohesion, self-esteem, social isolation and resiliency 
of students. Results showed that severity of the conflict, social isolation and family 
cohesion have a great effect on self-esteem of the students. However it shows that 
parental relationship is not the only contributory factor of self-esteem of a child, in 
fact there are other contributory factors. 
Sealer and Sungur (2009) carried out a study which aimed firstly to investigate 
the grade level (elementary and middle school) and gender effect on student's 
motivation in science (perceived academic science self-concept and task value) and 
perceived family involvement, and then secondly examined the relationship among 
family environment variables (father's educational level, mother's educational level, 
and perceived fami]y involvement), motivation, gender and science achievement in 
elementary and middle school. Multivariate analysis of variance showed that 
55 
Literature 
elementary school students have more positive science self-concept and task value 
beliefs compared to middle school students. Path analyses also suggested that family 
involvement was directly linked to elementary school student's task value and 
achievement. Also in elementary school level, significant relationships were found 
among father's educational level, science self-concept, task value and science 
achievement. On the other hand, in middle school level family involvement, father's 
educational level and mother's educational level were positively related to student's 
task value which is directly linked to student's science achievement. Moreover, 
mother's educational level contributed to science achievement through its effect on 
self-concept. 
Andreas and Watson (2009) explored how children's aggressive beliefs and 
family environment combine, to influence the development of child aggression from 
middle childhood into adolescence. Results showed that elevated aggressive beliefs in 
children represent a risk factor for aggression. Higher aggressive beliefs were 
associated with greater aggression at the youngest age, as well as with increased 
aggression overtime. Though family environment moderated this association such 
that, changes in children's aggression overtime were contingent upon the interaction 
of their aggressive beliefs with family environment. Specifically aggression was 
reduced in children with high aggressive belief, if they experienced better than 
average family environment, which included less family conflict and more family 
cohesion. 
Kaur et al. (2009) studied home environment and academic achievement as 
correlates of self-concepts in a sample of 300 adolescents. Results of the study 
revealed self-concept to be positively correlated with academic achievement, though 
not significantly so. A significantly positive relationship of home environment 
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components of protectiveness, conformity, reward and nurturance with self-concept 
was revealed, thereby meaning that use of rewards and nurturance from parents 
should be done for positive self-concept development among adolescents. However, 
the correlation of social isolation, deprivation of privileges and rejection components 
of home environment was significantly negative with self-concept among adolescents; 
which means there should be less or no use of social isolation, deprivation of 
privileges and rejection 
Pagani et a]. (2010) examined the relationship between middle childhood 
trajectories of family dysfunction and indirect aggression. Family systems, 
developmental psychopathology and life-course conceptualization were applied to 
meet the objective. For both boys and girls prolonged duration of high doses of family 
dysfunction was associated with the most extreme developmental trajectories of 
indirect aggression during middle childhood. Results showed gender specificity with 
respect to the influence of the explanatory variables on family dysfunction. For girls, 
the link between family dysfunction and indirect aggression persisted above and 
beyond such contextual influences. For boys, the relationship became unimportant 
once contextual factors were taken into account. 
Chohan and Khan (2010) examined the impact of educational support given 
by the parents on the academic achievement and self-concept of grade 4 public school 
students. Results of the study revealed that parent's contribution has a consistent and 
positive effect on academic achievement and self-concept. 
Ozedemir et al. (2013) examined the direct and indirect relationship between 
parenting processes (parental closeness, parental monitoring and parental peer 
approval), low self-control and aggression. Results provided evidence of both direct 
and indirect effect of maternal and paternal parenting processes on aggression through 
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low self-control. Specifically results showed that maternal closeness, paternal peer 
approval and both maternal and paternal monitoring were positively and directly 
related to low self-control and indirectly related to aggression through low self-
control. Together parenting processes and low self-control explained 21% of the 
variance in aggression. 
Sharma and Bandhana (2012) conducted a study to ascertain the main and 
interactional effect of emotional intelligence, home environment and sex on self-
concept of adolescents. A random sample of 1007 adolescents (502malc and 505 
females) was selected from government and private higher secondary schools of 
Jammu City. Results indicate that home environment and emotional intelligence have 
significant impact on self-concept 
From the above review about home environment and various other aspects 
which together form home environment, it is quite clear that it has huge impact on 
child's development. Factors like parenting process, parent's relation with children, 
child rearing practices, parents interpersonal relationship, level of warmth and 
discipline all have been found to affect child's personality. Review of past literature 
has showed that various aspect of adolescents like self-esteem, stress, depression, 
delinquent behavior, adjustment level are to some extent related to the functioning of 
the home. 
In the following text effort are made to highlight past researches that are 
conducted on school environment, which are directly or indirectly related to the topic 
of present study. 
Spencer (1976) studied the effect of interpersonal influences and school 
environment on adolescent self-concept. His study which tested cross culturally an 
American model of self-concept formation process indicated that: 'In schools where 
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socioeconomic heterogeneity is greater. meritocratic criteria predominate but in 
schools ...populated predominantly by lower socioeconomic populations, ascriptive 
criteria tend to play a much greater role..." in self- concept formation. 
Hoge et al. (1990) studied the impact of school experiences on student's self-
esteem using a longitudinal study of sixth-and seventh-grade students. Self-esteem 
was measured at three levels- global, academic, and discipline specific. A multiple 
regression analysis assessed the impact of grades, school climate, teacher evaluations 
of work habits, award and participation during the year, and student ratings of 
teachers on self-esteem changes from fall to spring. In all tests, school climate and 
evaluations by teachers had significant effects on self-esteem. Grades were more 
important for discipline-specific self-esteem than for global or academic self-esteem. 
Chui-Chun et al. (1992) explored the possible relationships of teacher's use of 
powers, leadership and their students' educational outcomes in terms of self-concept, 
attitudes towards peers, teacher, school and motivation to learn. Findings of the study 
indicated that teacher' social self, pedagogical self and personal self are relative 
important factors that predict teacher' use of consideration leadership and use of 
reference power and reward power, which in turn predict students' five educational 
outcomes. The results of investigating the relationship between teachers' self-concept 
and students' educational outcomes were also in line with this pattern. 
Mboya (1995) investigated the relationship between perceived teachers 
behavior and adolescent's self-concept. The results showed that a significant positive 
relationship existed between perceived teacher support, interest, encouragement, 
expectations and participation, and the adolescent family, school and health self-
concepts. 
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Dewitt et a]. (2000) examined the role of adolescent personality and social 
traits as mediating mechanisms linking school culture with adolescent behavioral 
problems. Structural equation model results revealed that student exposure to an 
unfavorable school culture (marked by perceptions of low teacher and classmate 
support, student conflicts, unfair school rules and disciplinary practices and low 
student autonomy in school affairs and decision making) was positively associated 
with low attachment to learning and peer approval of deviance each of which were 
positively associated with disciplinary problems, conduct disorder, attention-deficit 
hyperactivity and substance use. Low self-esteem emerged as a significant mediator in 
two models. 
Blankemeyer et al. (2002) studied the role of children's aggression and three 
indices of social competence (peer-preferred behavior, teacher-preferred behavior and 
school adjustment) in children's perceived relationship with their teachers. Results 
from hierarchical regression analyses showed statistically significant interaction 
effects. Poor school adjustment was associated with negatively perceived child 
teacher relationship more for boys than for girls. In addition, the perceived child-
teacher relationship among aggressive children was more favorable among those with 
high level of school adjustment than among those who were poorly adjusted at school. 
Reddy et at. (2003) examined the influence of perceived teacher support on 
trajectories of depression and self-esteem in middle school using multigroup latent 
growth cross-domain models. Students' perceptions of teacher support and general 
self-esteem declined and depressive symptoms increased over the course of middle 
school. It was further found that, for both boys and girls, changes in perceptions of 
teachers' support reliably predicted changes in both self-esteem and depression. In 
particular, those students perceiving increasing teacher support showed corresponding 
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decreases in depressive symptoms and increases in self-esteem. Gender differences 
were found for the initial levels of both perceptions of teacher support and general 
self-esteem. A competing model was also tested, which gave additional support for 
pathways of influence from perceptions of teacher support to depression and self-
esteem, rather than the reverse 
Lei (2003) hypothesize that teacher's belief about aggressive and withdrawn 
children behavior in classroom and teacher's overall caring and support for students 
influence the relations between classroom behaviors, peer acceptance and self- 
perceived social competence. The results suggest that teacher's aversion to aggression 
and empathy toward withdrawal enhanced the self-perception of both aggressive and 
withdrawn children and enforced peer rejection of aggression but not of social 
withdrawal. Teacher warmth had similar effects. Pro-social leadership had a positive 
social impact among students, independent of teacher beliefs. 
Chan (2003) attempted to explore the relationship between students' academic 
achievement, self-concept, and test anxiety. Both within and across schools 
comparisons were made to evaluate the effect of the long and short term academic 
achievement on self-concept and test anxiety. In addition, the effect of gender on self-
concept and test anxiety was also examined. 323 students had participated in the study 
out of which n= 214 from a higher band school and n= 109 from a lower band school. 
The findings supported the Big Fish Little Pond (BFLP) effect on the ability within, 
but not between schools. The BFLP effect was not only found on students' academic 
self-concept sub-scales, but also on some of their non-academic self-concept sub-
scales. Moreover, high band students had more emotional disturbances during 
examinations, whereas low achievers had greater worries about academic failure. 
Gender effect was found on self-concept and test anxiety. A weak negative correlation 
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was found between self-concept and test anxiety. Results also demonstrated the 
importance of within school comparisons on students' self-concept. Categorizing 
students into different band schools may generate a labelling effect on students' self-
concept, which may in tan affect their academic achievement. Hence, schools 
reputation and status has its psychological impact on students that ultimately became 
instrumental for varying level of academic performance. 
Barth et al. (2004) examined how variation in social and academic classrooms 
composition as well as larger school context affected behavior in a normative sample 
of children over a two year period. Teachers provided ratings of individual students, 
which were then aggregated to form teacher-based measures of classroom 
environment. Concurrent and longitudinal effect of classroom and school environment 
on individual behavior was examined for students in 65 classrooms in 17 schools. 
Poorer classroom environment were associated with poorer levels of school 
aggression, peer relations and academic focus. Change in student's behavior over time 
could be explained by current classroom environment. 
Dorian (2004) examined how school connectedness and school climate work 
together to influence students, and whether the relationship between connectedness 
and climate reveal information about the interaction of social context and the 
individual. Analysis of the results demonstrated that even a positive school climate 
does not always reduce the likelihood of perpetration of aggression and victimization. 
Likewise, a negative school climate does not necessarily increase that risk. Despite 
variations in climate, the amount of connectedness experienced by the average student 
appears to consistently contribute to predicting his likelihood of aggression and 
victimization. 
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Nicholson (2005) examined the relationship with teachers and peers and the 
potential for those to influence changes in aggression overtime. Specific interest in 
teacher efficacy and its relationship to these changes were explored. Results suggested 
that teacher's efficacy is moderately related to change in aggression along with the 
previous aggression of the classroom. 
Thomas et al. (2006) studied the impact of classroom aggression on the 
development of aggressive behavior problems in children. They examined 
demographic factor associated with exposure to high aggression classrooms, including 
school context factors (school-size, student poverty levels, and rural vs. urban 
location) and child ethnicity (African American, European American). Developmental 
impact of different temporal patterns of exposure (e.g., primacy, recency, chronicity) 
to high aggression classroom was evaluated on child aggression. Analyses revealed 
that African American children attending large, urban schools that served 
socioeconomically disadvantaged students were more likely than other students to be 
exposed to high-aggressive classroom contexts. Children with multi years of exposure 
showed higher levels of aggressive behavior after three years than children with 
primacy, less recent, and less chronic exposure, controlling for initial levels of 
aggression. 
Reis et al. (2007) studied individual student, family and school predictors of 
aggression in 111,662  students in sixth, seventh and eighth grades. At the level of the 
individual student, measures of problem solving were most strongly predictive of 
aggression. Inclusion of students in policy and rule processes, cultural sensitivity 
education, and teaching that emphasizes understanding over memorization was 
significant predictors of aggression at the school level. 
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Loukas and Murphy (2007) examined the roles of student perceptions of four 
aspects of school climate (friction, cohesion, competition among students, and 
satisfaction with classes) as moderators of the relations between effortful control and 
subsequent conduct problems and depressive symptoms. Hierarchical regression 
analyses indicated that high levels of perceived friction predicted more subsequent 
conduct problems and depressive symptoms, even after baseline levels of these 
problems were partial out. Low levels of effortful control also elevated risk for 
subsequent conduct problems. However, perceptions of the school as high in cohesion 
offset the risk associated with low levels of effortful control. Perceived satisfaction 
with classes also offset this risk, but only for females. Contrary to expectations, 
student perceptions of school climate did not interact with effortful control to predict 
subsequent depressive symptoms. 
Thomas et al. (2008) carried out the study to examine the unique and 
combined contributions of child vulnerabilities and school context to the development 
of aggressive disruptive student behavior during first grade, parent ratings and child 
interviews assessed three characteristics of the child associated with risk for the 
development of aggressive behavior problems in elementary school (aggressive-
disruptive at home, attention problems and social cognitions) in a sample of 7555 first 
grade children in four demographically diverse American communities. Two school 
characteristics associated with student aggressive-disruptive behavior problems (low-
quality classroom context, school poverty level) were also assessed. Linear and 
multilevel analyses showed that both child and school characteristics made 
independent and cumulative contributions to the development of student aggressive-
disruptive behavior at school. 
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Lopez et al. (2008) examined the influence of family and classroom 
environment on the development of particular individual characteristics, including 
level of empathy, attitude to institutional authority and perceived social reputation and 
the role these characteristics may in turn play in school aggression. Findings 
suggested that a positive family environment seems to be stronger protective factor 
for girls in the development of problem behavior at school, whereas for boys this is 
the case for a positive classroom environment. His model accounted for 40 % of the 
variance in aggression at school for boys and 35% for girls. 
Chaturvedi (2009) investigated the effect of school environment and certain 
demographic variables on achievement motivation, academic motivation and 
academic achievement of young adolescents. The sample consisted of 300 students in 
the age-range of 12-15 years, selected by stratified sampling method. Results 
indicated that all six sub scales of school environment have significant effect on 
achievement motivation and three sub-scales have significant effect on academic 
achievement. The scores on achievement motivation as well as academic achievement 
differed significantly in case of gender grades and father's occupation. In type of 
schools the difference was significant on academic achievement only. 
Jia et al. (2009) explored student's perceptions of three dimensions of school 
climate (teacher support, student-student support, and opportunities for autonomy in 
the classroom) and the associations between these dimensions and adolescent 
psychological and academic adjustment in china and U.S. Results indicated that 
student's perception of teacher support and student-student support were positively 
associated with adolescent's self-esteem and grade point average but negatively 
associated with depressive symptoms for both Chinese and American adolescents. 
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Wang and Holcombe (2010) carried out the longitudinal research examining 
the relationships among middle school student's perceptions of school environment, 
school engagement and academic achievement. The result indicated that student's 
perception of the distinct dimensions of school environment in seventh grade 
contribute differentially to the three types of school engagement (school participation, 
sense of identification with school, and use of self-regulation strategies) in eighth 
grade. They also found that student perception of school environment influenced their 
academic achievement directly and indirectly through the three types of school 
engagement: school participation, sense of identification with school, and use of self-
regulation strategies. Specifically, student's perception of school characteristics in 
seventh grade influenced their school participation, identification with school and use 
of self-regulation strategies in eight grade that occur therein and, in turn , influenced 
student's academic achievement in eighth grade. 
Nipedal et a]. (2010) examined whether the effect of social group norms on 
seven and ten year old children's aggression can be moderated or extinguished by 
contrary school norms. Children participated in a simulation in which they were 
assigned membership in a social group for drawing competition against an out-group. 
Participants learnt that their group had a norm of inclusion, exclusion or exclusion- 
plus-relational aggression, toward non-group members and that school either had a 
norm of inclusion or no such norm- Findings indicated that group norm influenced the 
participants' direct and indirect aggressive intentions but that the school norm 
moderated the group norm effect tending to be greater for indirect vs. direct 
aggression, male vs. females, and younger vs. older participants. 
Oliver et al. (2011) reviewed twelve studies of universal classroom 
management programs. The classroom level mean effect size for the twelve programs 
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was significant. He summarized that teacher's classroom management practices have 
a significant, positive effect on decreasing problem behavior in the classroom. 
Students in the treatment classrooms in all 12 studies located for the review showed 
less disruptive, inappropriate, and aggressive behavior in the classroom compared to 
untreated students in the control classrooms. Teachers who use effective classroom 
management can expect to experience improvement in student behavior that 
establishes the context for effective instructional practices to occur. 
Thomas et al. (2011) studied whether early classroom experiences influence 
the socialization of aggression. Hierarchical linear model analyses revealed that first-
grade classroom aggression and quality of classroom climate made independent 
contributions to changes in student aggression, as students moved from kindergarten 
to second grade. 
Luckner and Pianta (2011) investigated the extent to which teacher-student 
interaction in fifth grade classroom are associated with peer behavior, accounting for 
prior peer functioning. Quality of teacher-student interactions (emotional support, 
classroom organization and instructional support) was assessed through classroom 
observations in fifth grade; peer behavior was assessed via teacher support (prosocial 
behavior, aggression, relational aggression and asocial behavior) in fourth grade and 
fifth grade and classroom observations (sociable/cooperative peer behavior) in third 
and fifth grade. Multiple regression analysis revealed that children in fifth grade 
classrooms with higher quality organization interactions had more positive observed 
interactions with their peers and lower teacher ratings of aggression and relational 
aggression. In addition, emotional support interaction was related to higher teacher 
ratings of prosocial behavior. 
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Henry et al. (2011) examined school-level influence on aggressive behavior 
and related social-cognitive variables. Predictors were school level norms opposing 
aggression and favoring non-violence, interpersonal climate (positive student-teacher 
relationships and positive student-student relationships) and school responsiveness to 
violence (awareness and reporting of violence and school safety problems). Outcomes 
were individual-level physical aggression, beliefs supporting aggression, and self-
efficacy for non-violent responses. School norms and both interpersonal climate 
variables had effects on all three outcomes, in theorized directions. Only one of the 
responsiveness measures, awareness and reporting of violence, had theoretically 
consistent effects on all outcomes. The other, school safety problems, affected self-
efficacy latter in middle school. 
Ishak and Chew (2012) carried out study taking into account family bonding, 
self-concept and school experiences. Results demonstrated that there is indirect effect 
from family bonding to self-concept through school experiences among secondary 
students as a mediator. Besides school experiences, there is a direct effect from family 
bonding to self-concept and family bonding to school experiences among students. 
In light of the literature reviewed about school environment, it is very much 
apparent that school environment and many important aspects of school play a 
significant role in building a charismatic personality of students. Prior research 
indicated that teacher-student communication, school level norms, classroom 
environment, teacher perception about students all affect student's behavior in some 
form. Student's aggression, self-esteem, self-concept, academic achievements are 
found to be in some way or other affected by the school environment. Though most of 
the researches have taken teacher's perception into account, it is important to 
investigate the student perception about their school environment in determining the 
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level of aggression and self-concept and even one of the study also showed that it is 
not necessary that good school climate decreases the chance of risk-taking behaviors. 
Further the studies highlight the factors that seem to have effect on the aggression and 
self-concept of children. 
Gamefski and Diekstra (1996) tried to examine the extent to which negative 
perceptions of support from family, school, and peers differ with regard to their 
impact on emotional and behavioral problems and the extent to which negative 
perceptions of multiple social support systems are related to the presence of multiple 
emotional and behavioral problems in adolescence. The sample comprised N= 476 
high school students. They found that a negative perception of school was specifically 
related to behavioral problems and a negative perception of peers specifically to 
emotional problems, while a negative perception of the family appeared to be strongly 
related both to emotional and behavioral dysfunction. A strong accumulating effect 
was found for multiple negatively perceived social environments. Results also 
reported a dominant role of negatively perceived family support. Therefore, to prevent 
emotional and behavioral problems in adolescence it is important to identify families 
at risk at the earliest possible stage and to provide training and support to the parents. 
Kokko and Pulkkinen (2000) studied whether childhood aggression begin a 
cycle of maladaptation in school that results in an erratic work-life as an adult. 
Participants were from age 8 to 36 years, they were evaluated with teacher ratings and 
self-report at four different ages: 14, 27 and between 27 and 36. Researchers found 
that the children who were aggressive at age eight began a cycle of maladjustment, 
problem drinking, occupational alternatives and, finally long term unemployment. But 
they also found that child centered parenting (supportive parents, parents involved in 
their children's lives and warm family environment) and pro-social behavior (high 
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self-control of emotions in stressful or uncomfortable situations) reduced aggressive 
children's chances of long term unemployment. 
Brendgen et al. (2002) aimed at (1) comparing the links of proactive and 
reactive aggression at thirteen years of age to delinquency related violence and dating 
violence at age 16 and 17 and (2) examining the moderating effects of parental 
supervision, and mother's and father's warmth and caregiving behaviors on these 
links. The results showed that proactive aggression uniquely predicted delinquency 
related violence, whereas reactive aggression uniquely predicted later dating violence. 
The relation between proactive aggression and delinquency related violence however 
was moderated by parental supervision. The relation between reactive aggression and 
dating violence was moderated by mother's warmth and caregiving behavior. 
Thomas (2004) conducted a study using data from national longitudinal survey 
of children and youth to examine change in punitive parenting and child aggression. 
The study found link between harsh, punitive parenting and child aggressive behavior, 
both at age 2 to 3 years and at age 8 to 9 years. Children living in punitive 
environment scored higher in aggressive behavior than those living in less punitive 
environment at both ages. This relationship appeared for both genders, for low-
income and higher income families, and for all regions of Canada. The study found 
that some children experienced parenting practices at age 2 to 3 years that were 
different from the parenting practices they experienced six years later at age 8 to 9 
years, and these parenting changes were associated with behavior changes. Children 
whose early parenting environment had been punitive but whose environment became 
less so scored as low in aggressive behavior as those whose parenting environment 
was non-punitive but whose environment became punitive over the course of the six 
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years scored just as high in aggressive behavior as those whose parenting environment 
was punitive at both ages. 
Knutson et al. (2004) tested a theoretical model to understand the direct and 
mediated effect of social disadvantage, neglectful parenting, and punitive parenting in 
the developmental trajectory of aggressive and antisocial behavior in young school-
aged children. Results established care neglect as a mediator of social disadvantage 
and the importance of care neglect to both punitive discipline and antisocial outcome 
in the first and fifth grade cohorts. Supervisory neglect, however was important of 
distinguishing between two subtypes of neglect and the need to consider the role of 
discipline in concern with neglect when attempting to understand the impact of 
parenting on the development of antisocial behavior. 
Brook et al. (2004) examined a cross-sectional inter relationship of 
psychosocial domains as they relate to aggression in a group of African American and 
English-speaking Puerto-Rican young adults and 77 mother or mother substitutes 
(rearing mothers) of those children. The results indicated that (a) the child's 
personality and maternal attributes were significantly related to the child's aggression, 
despite control on all of the other domains (b) the ethnic identification and 
discrimination domain was no longer related to the child's aggression with control on 
the mother-child relationship domain or on the child's personality domains. 
Lambert and Cashwell (2004) examined the link between pre-adolescent 
perceptions of parent-child communication and their levels of school based aggressive 
behaviors. The result indicated that perceived effective communication was highest 
for mother-girl dyads, followed in order by mother-boy, father-boy and father-girl 
dyads. Secondly no difference between preadolescent's levels of aggressive behavior 
in school on the basis of gender was found. Finally the result indicated that 
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preadolescent perceptions of effective parent-child communication were negatively 
correlated with school-based aggression. 
Piniecka (2005) carried out study to determine factors that are linked with 
aggressive behavior of gymnasiums teenagers. She founded that factors were 
connected with school environment( mainly unfavorable atmosphere at school, too 
much children in the classes), home environment and the way of spending spare time 
by school children ( mainly as members of informal groups of peers). 
Barnow et al. (2005) carried out study in order to find the correlates of 
aggressive and delinquent conduct problems in adolescence. The correlation analyses 
revealed significant relationship between adolescent aggressive and delinquent 
behavioral problems and parental antisocial behavior; perceived parental rejection and 
low emotional warmth; adolescent novelty seeking, self-esteem, peer rejection and 
peer deviance. The study revealed direct relationship between paternal antisocial 
behavior, parental rejection, adolescent novelty seeking, peer deviance and offspring 
aggression and delinquency. Regarding the findings it was concluded that only 
intervention measure that include parents, peers, and individual adolescents may help 
decrease the incidence of aggressive and delinquent conduct problems. 
Loukas et al. (2005) examined the factors contributing to the self-reported use 
of social and overt aggression among 745, 10-14 year old European American and 
Latino adolescents. Hierarchical multiple regression analyses showed that 
dispositional social evaluative analysis was uniquely positively associated with boys 
and girls social aggression and negatively associated with boys overt aggression. 
Maternal psychological control was positively associated only for Latino boys. 
Although maternal psychological control also was associated with girls use of overt 
aggression, this effect was stronger among older than among younger females. The 
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relationship between maternal psychological control was mediated by social 
evaluative anxiety. 
Ramirez et al. (2006) carried out a study first to offer a theoretical 
consideration on the concept of human aggression and its main types and second to 
analyze the relationship between those types of aggression and other related 
psychological constructs such as anger, hostility and impulsivity. It was found that 
there was a positive correlation between experience and expression of anger. Anger 
involved physiological arousal and prepared for aggression. Anger and impulsiveness 
were also positively correlated with hostile aggression but not with instrumental 
aggression. In case of impulsiveness, non-planning impulsiveness was positively 
correlated with some situations related to hostile aggression, such as emotional 
agitation or level of communication, but not with instrumental one. 
Lopez et al. (2006) aimed to analyze difference between aggressive and non-
aggressive rejected students in four sets of variables: personal, family, school and 
social. Results indicated that these subgroups of rejected show a different profile. 
Aggressive rejected students informed of lower level of family self-esteem, less 
parental support, higher levels of aggression between their parents at home and a 
more offensive parent-child communication in comparison with non-aggressive 
rejectedadolescents. Moreover aggressive rejected students showed lower levels of 
academic self-esteem, a more negative attitude towards school, studies, poorer 
relationship with teachers and more academic difficulties than did adolescents in the 
non-aggressive rejected sub-groups. 
William et al. (2007) examined parents, siblings, and family economics as 
factors in individual differences in developmental course of interpersonal aggression 
during adolescence. Findings suggested that individual change in interpersonal 
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aggression during adolescence can be predicted by the gender and aggression of one's 
sibling; predictions varied by the gender composition of the sibling dyad. Rates of 
parental hostility predicted levels of interpersonal aggression for both older (mean age 
= 12 years) and younger siblings (mean age = 15), and growth in aggression for 
younger siblings. Family economic pressure predicted interpersonal aggression of 
both siblings indirectly through parental hostility. 
Larsen and Dehlec (2007) examined the association between parent emotional 
support and rural adolescent aggression and whether adolescent psychopathology and 
substance abuse mediated this association. Results indicated that emotional support 
has an indirect influence on adolescent aggression. Adolescent substance abuse was 
completely mediated by adolescent grade-point average, indicating no significant 
direct association with aggression. Adolescent psychopathology significantly 
mediated the relationship between parental emotional support and adolescent 
aggression. 
Ochoa et al. (2007) analyzed the role of different but inter related variables 
relative to family and school contexts in relation to problems of violent behavior at 
school in adolescent period. Result showed a direct association between quality of 
communication with father and teacher's expectation about the student, with the 
adolescent's involvement in violent behavior at school. Moreover, findings showed 
indirect paths, where adolescent's self-concept (family and school), accepted by 
peers, and attitude towards authority, seemed to be influenced by quality of 
interaction with parents and teachers, and also be closely associated with violent 
behavior at school. 
Cullerton et al. (2008) examined associations between maltreatment and 
aggression using a gender—inlbrmed approach. Peer ratings, peer nominations, and a 
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counselor report of aggression were collected on 211 maltreated and 199 non- 
maltreated inner-city youth during a summer camp. Maltreatment was associated with 
aggressive conduct; however, these effects were qualified by gender, maltreatment 
subtype, and the form of aggression under investigation. Findings revealed that 
maltreatment was associated with physical aggression for boys and relational 
aggression for girls. Physical abuse was associated with physically aggressive 
behavior but sexual abuse predicted relational aggression for girls only. Findings 
suggest that investigating the interaction between familial risk and gender is important 
in understanding aggressive behaviors of boys and girls. 
Pickett et al. (2009) compared the rate of student physical aggression between 
the two countries (Canada and U.S). School, family, socio-economic and peer-related 
factors were considered as potential risk factors. Rates of physical aggression and 
association between social environment and student aggression were remarkably 
similar in Canada and U.S. Family, peer and school social environment serve as a risk 
or protective factors, with significant cumulative impact on physical aggression in 
both countries. 
Visser et al. (2010) studied the role of context in development of child 
aggression. The effects of peer aggregation and group composition on aggression 
development in intervention contexts and classroom contexts were compared using 71 
elementary school children. Results showed that the social skills intervention program 
did not have differential effects for group trained versus individually trained children. 
However a change in classrooms context lead to change toward less aggression in 
children who transferred from special to regular education. So the social context in 
which child operates daily is important for decreasing the aggression. 
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Campbell et al. (2010) examined teacher-rated trajectories of physical 
aggression in boys and girls from first through sixth grade using the data from 
NICHD study of early child care and youth development. In separate analysis, four 
trajectories were identified in boys and three in girls. Higher levels of aggression in 
both boys and girls were related to greater socio demographic risk and higher 
maternal harshness in the preschool years. Lower level of observed maternal 
sensitivity during early childhood also predicted higher trajectories of aggression 
among girls. Trajectory group also differed on a range of social and academic 
outcomes in sixth grade, with the most aggressive children and even moderately 
aggressive children evidencing some difficulties in adjustment. 
Pernice-Duca et al. (2010) examined the role of family and school level 
variables on relational aggression and relational victimization among 158 fourth and 
fifth grade children. Family cohesion, maternal and paternal responsiveness and 
school climate were hypothesized to he significant predictors of relational aggression 
and relational victimization. Results indicated that both characteristics of family and 
school were related to experience of relational aggression. Levels of paternal 
responsiveness emerged as an important variable with regard to relational aggression, 
particularly for among females and for relational victimization among males. 
Rohany et al. (2011) carried out study with the objective to ascertain 
background characteristics of juvenile delinquents and to determine relationships 
between family functioning, self-concept, self-esteem and cognitive distortions. 
Participants were 316 males and females between 12-18 years old from six 
rehabilitation and correctional centers in Malaysia. Results showed that > 30% of the 
participants had committed violent offences and there were correlation between 
family functioning, self-concept, self-esteem and cognitive distortion. Family 
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involvement and family counseling are suggestedfor effective treatment of 
delinquents and for the prevention of recidivism. 
Farrell et al. (2011) examined parenting variables as protective factors to 
reduce the influence of school and peer risks factors on adolescent's aggression. 
Class-level and perceived school norms supporting aggression, delinquent peer 
association, parental support for fighting and support for non-violence, and parental 
involvement were each associated with physical aggression. Each parental variable 
moderated one or more risk factors, with the magnitude of many effects varying by 
gender and decreasing over time. 
Xiaoyu (2012) carried out study to examine the unique and collective 
contribution of child's own characteristics, their family environment and school 
environment to development of child physical aggression at grade 5. Result suggests 
that early aggression at age 3 predicted later aggression at grade 5. Home warmth was 
a marginally significant protective factor for children's aggression, whereas physical 
punishment, violent exposure, family conflict and parent-child dysfunctional 
interaction were risk factor for children's aggression. Child's experience in formal 
child care significantly predicted his\her higher aggression at grade 5. Results also 
indicated that school poverty at grade 5 was not a significant predictor of children's 
aggression at grade 5. The moderation of home warmth for relations between physical 
punishment and child's aggression was not significant. 
From the readily available literature on aggression the researcher found that in 
certain studies punitive parenting, self-concept, family conflict, parents 
responsiveness were found to be associated with aggression. Some studies also 
showed that change in parenting behavior over the years can affect the aggression 
level. 
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The last section of this chapter focuses on the studies related with self-
concept. Efforts are made to review the literature which highlights the factor that 
influence self-concept. 
Marsh and Parker (1984) examined correlations of multiple dimensions of 
self-concepts in 305 6th graders from high- and low-Socio-economic status schools 
with teacher ratings of student self-concepts and academic ability and with academic 
test scores. The pattern of correlations demonstrated the clear separation between 
different areas of self-concept. Low-SES/low-ability schools had higher self-concepts 
than in high-SES/high-ability schools. Path analytic models indicated that attendance 
at a high-SES school (as opposed to a low-SES school) was correlated not only with a 
lower level of academic self-concept but also with a somewhat higher level of 
academic ability/achievement. 
Nelson (1984) examined relationships between dimensions of classroom and 
family environment and various aspects of adaptation of grade 7 and grade 8 students. 
Classroom climates providing support and structure were consistently associated with 
high levels of student scholastic self-concept and satisfaction with teacher. Families 
with high degree of parent-child interaction and climates providing support and 
structure were generally associated with high levels of self-concept (peer, scholastic 
and general), satisfaction with family, and to a lesser extent achievement. 'There were 
some evidence that gain in self-concept and achievements over the course of year 
were related to classroom or family environment variables. Students with the highest 
level of scholastic self-concept had both classroom and family environment high in 
support and structure. 
Lau and Leung (1992) examined relationship between Chinese adolescent's 
self-concept, delinquency relations with parents and school and their perception of 
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personal control from a multidimensional perspective. Results showed that external 
control was associated with low general, academic and social self-concepts, high 
delinquency and poor relations with parents and school. External control was related 
to low academic self-concept in both sexes, but to low appearance, social and general 
self-concept only in girls. Moreover, it was found that girl's sense of external control 
was more strongly associated with their poor relations with parents and school. 
Mboya (1996) examine relationships between dimensions of family and 
school environments and various aspects of adolescent's self-concept. Results 
indicated that perceived parental behaviors were associated with relation with family, 
general school, physical appearance, emotional stability, relations with peers, health 
and global self-concepts. Perceived teacher behavior was associated with relations 
with family, general school, emotional stability, health and global self-concepts. In 
comparison it was found that the relationship with perceived parental behaviors was a 
strong predictor of self-concept than that of self-concept of perceived teacher 
behaviors. 
Chhikara (1997) examined the effect of certain aspect of the ecological 
environment- parental education, occupation and income on the self-concept of 
adolescents. Findings indicated that the self-concept of adolescents increased as 
parental education increased. A similar trend was observed in the case of parental 
occupation and income as they provide a better ecological environment. With respect 
to mother's occupation it was noted that adolescents whose mother's were 
housewives scored highest on self-concept followed by those whose mother's were 
from services class whereas lowest scores on self-concept were secured by 
adolescents whose mothers were engaged in labour type of work. 
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McNelis et al. (2000) conducted a longitudinal study on factors related to self-
concept on 106 children with asthma aged 8-13 years. They found that children with 
poorest self-concept were those who had less satisfaction with family relationships, a 
more negative attitude toward their illness and used more negative coping behaviors. 
Sweeney and Bracken (2000) explored relationships between students' 
multidimensional self-concepts as a function of their family structure. Students were 
classified into five family types (i.e., intact, reconstituted mother-headed, 
reconstituted father-headed, single parent mother-headed, single parent father-
headed). Results indicated that the self-concept of students from single-parent 
families were significantly lower than the global scores of students from intact 
families. Family self-concept of students from reconstituted families was significantly 
lower than students from intact families. 
Abdur (2001) conducted a study to investigate the relationship of self-concept 
with classroom enviroimient, gender role, cognitive development and academic 
achievement of student at secondary school level. Investigation Lends to report 
facilitating effect of classroom environment on student self-concept. Study shows 
better the classroom environment higher is the self-concept of students. The mean 
scores of private, urban and rural school students on self-concept scale and classroom 
environment scale are significantly different from one another. This shows that 
student self-concept if considered on the basis of classroom physical conditions, 
maternal equipment, supervision of the head, policy of school human relation and so 
on, only was to he more healthy in private school as compared to urban and rural 
school. Cognitive development is significantly correlated with self-concept and self-
concept was found to be positively correlated with education success. It plays a 
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determining role in setting levels of academic achievement and is operating as both 
cause and effect in respect to academic achievement. 
Poussin et al. (2002) carried out a study on children aged from 11 to 13. Each 
child filled in a questionnaire describing his or her family situation and then 
completed a psychological test of self-esteem. The study showed that on average 
parental separation has a smaller but significant impact on French children. 
Nevertheless self-esteem is lower for children who had experienced parental 
separation in French sample. 
Laible et al, (2004) examined both direct and indirect relations of parent and 
peer attachment with self-esteem and also examined potential mediating roles of 
empathy and pro-social behavior. Structural equation modeling revealed that parental 
attachment had mostly direct effect on self-esteem. Among females, the link between 
peer attachment and self-esteem were entirely mediated by pro-social behavior and 
empathy. The findings from this study suggested that although close supportive 
relationship with parents and peers are related to adolescent self-esteem but these 
links are complex. 
Henderson et al. (2006) investigated direct and shared effect of family 
functioning and self-concept on the severity of adolescent externalizing problems 
(drug involvement, aggressive behavior and delinquent behavior) in a sample of 224 
clinically referred adolescents. Result revealed strong, direct relationships between 
problem behaviors and both family functioning and self-concept. Family functioning 
partially mediated the relationship between self-concept and problem behaviors. 
Though the relationship between extemalvrng problems and the interaction between 
family functioning and self-concept, did not yield a significant effect. 
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Bryant (2006) studied whether individuals with high self-esteem were more 
aggressive than individuals with low self-esteem. Sixty eight participants from 
Missouri western state university were given a survey. Anger, physical aggression, 
hostility and verbal aggression were the aggressive behavior being measured. Of the 
four behaviors hostility was the only one to show a strong negative correlation with 
self-esteem. 
Gibson et al. (2006) studied the effect of perceived parental involvement and 
use of growth fostering relationships on self-concept. Sample of 78 adolescents were 
studied. Results indicated influence of family, peers, mentors and involvement in 
community groups on self-concept. 
Zafiropoulou et al. (2007) investigated changes in self-concept and self-
concept stability during children's transition from kinder-garten to primary school and 
the relationship between children's self-concept and their adjustment to elementary 
school. Children's self-concept appeared relatively stable and the decline in scores 
appeared relatively to he practically unimportant. Analysis showed that children's 
school adjustment mainly affects the academic dimensions of self-concept. 
Lee (2008) determined the relationship between self-esteem and selected 
predictor variables of fourth, fifth and sixth grade children. The predictor variables 
were cohesion, expressiveness, conflict, control and moral-religious emphasis. 
Culture free self-esteem inventories and children version of the family environment 
scale were used. Multiple regression analysis indicated that cohesion and conflict 
were statistically significant predictors of children's self-esteem. Cohesion was almost 
two times more influential than conflict when the two variables predicted self-esteem. 
Expressiveness, control and moral-religious emphasis were not statistically significant 
predictors. Expressiveness had a statistically linear relationship with children's self- 
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esteem, though the variable was not a significant predictor of self-esteem in the 
multiple regression analysis. 
Tarquin or al. (2008) investigated relationship among previous experiences of 
student alienation and various aspects of self-concept. Students were asked to report 
on their worst experience in school, symptoms they had following their worst 
experience, and overall feelings about themselves. Results indicated a moderate 
negative correlation between self-concept and student alienation. 
Liu et al. (2008) examined the relationship between home and classroom 
environment to student's academic self-concept in a streamed setting. A 3-year 
longitudinal study was conducted with secondary students from three government 
schools in Singapore. Result showed that there was significant difference in the 
strength of the relationship between higher and lower-ability stream student's 
academic self-concept and their perceived home environment and classroom climate. 
In addition, step-wise multiple linear regression established that lower-ability stream 
student's perceived teacher's expectation had more consistent and substantial impact 
on their confidence level than that of their higher-ability stream counterparts. In 
comparison, higher ability stream student's perceived parental academic support had 
more consistent impact on their academic self-concept than that of lower ability 
stream peers. 
Brown et al. (2009) explored how children's self-concept was related to child 
temperament, dyadic parenting behavior and triadic family interaction. Analysis 
revealed that temperamental proneness to distress and triadic family interaction made 
independent contribution to children's self-reported timidity and agreeableness. In 
contrast, dyadic parenting behavior moderated the association between child 
temperament and children's self-reported timidity and agreeableness such that 
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temperament was only associated with children's self-concept when mothers and 
fathers engaged in particular parenting behaviors. Result suggests both direct and 
interactive influence of family dynamics and child characteristics on children's self-
concept development. 
Yahaya et al. (2009) investigated relationship between the dimensions of 
personality, self-concept and family influence. The sample consisted of 214 students 
from two secondary schools in the FELDA settlement in Johor. Random cluster 
sampling was carried out. Results showed weak relationship between the dimensions 
of personality and self-concept and between the dimensions of personality and family 
cohesiveness. However, there is no relationship between the dimensions of 
personality and religious/moral and freedom aspect. Results also showed that there is 
a strong relationship between self-concept and family cohesiveness and moderate 
relationship between self-concept and religious/moral aspect. However there is no 
relationship between self-concept and freedom. 
Tam et al. (2011) examined relationship between self-esteem and perceived 
social support among the Malaysian adolescents. For this they conducted a survey on 
adolescents ranging 16-20 years drawn from schools, colleges and university. Results 
indicated that there were no gender differences in perceived social support and self-
esteem among adolescents. However, a positive correlation was found between 
perceived social support and self-esteem. The study also found that peer support was 
the highest form of perceived social support. 
Tabbah (2011) investigated multiple domains of self-concept in Arab 
American adolescents in relation to their school experiences, including 
discrimination, self-perceived teacher and classmate social support, and actual teacher 
perceptions. Results indicated that half of the sample experienced some form of 
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discrimination, either personal or someone the subjects knew. Experiences of 
discrimination were significantly related to students' scholastic competence and 
physical appearance. Self-perceived classmate support was significantly related to all 
domains of self-concept. Teacher related variables, however, deemed less significant, 
except for behavioral aspects of self-concept. 
Studies on self-concept makes it quite clear that it is one of the important 
variables that we need to focus, as researches in past has shown that self-concept is 
related to various behavior like drug abuse, aggression. delinquency, achievement and 
cognitive development. From the above review it can also be seen that self-concept is 
affected by various factors like family functioning, ecological environment, teacher's 
perception, parent's education etc. 
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CHAPTER - III 
METHODOLOGY 
Methodology' is one of the most important aspect in carrying out any kind of 
research. It refers to the theoretical analysis of the methods appropriate to a field of 
study or to a body of practices, procedures and rules used by those who work in a 
discipline or engage in an inquiry, a set of working methods. The various aspects 
concerning the methodology have been described under the following heads: 
Sample: Sample is a subset of population. Pulit et al. (2001) defines sample as a 
"proportion of a population". One of the important things about sample is that, it 
should possess all the characteristics of the population or universe selected for 
investigation. Moreover the selection of the sample should depend upon the objective 
of the study. 
The sample for the present study comprised of 300 school students. Student's 
age ranged between 15-16 years. Purposive random sampling technique was used to 
select the sample. Students were selected from different schools of Aligarh district. 
The schools were studied over a period of time and were categorized as advantaged 
and disadvantaged school. In total four schools were taken, two each belonged to 
advantaged and disadvantaged school category. 150 students were selected from 
advantaged schools comprising of 90 boys and 60 girls while 150 students were 
selected from disadvantaged schools comprising of 76 boys and 74 girls. When we are 
using the term advantaged and disadvantaged while describing a school, then there are 
many factors about the school and its environment we were referring to. 
Disadvantaged schools were the one which lacked proper infrastructure, had 
inadequate educational resources, there was lack of proper teaching system, no new 
technologies that could benefits the students in today's advanced, ever changing 
world. The school building was poorly built there was absence of proper sifting 
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arrangements, no proper hygiene facilities, lack of proper playgrounds, over crowed 
and pathetic conditions of classrooms and other school areas. In these schools no 
initiatives for co-curricular involvement in sports, arts, hobbies, personality 
development, music, drama etc was taken and usually the services of these schools 
was accessed by marginalized families, who due to lack of monetary strength, cannot 
afford the time and energy to be part of their child's educational life. On the other 
hand advantaged schools were characterized by good learning environment. In these 
schools, teachers know their students, efforts were put on creating a motivating 
environment, which encourages students creativity, problem solving abilities, critical 
thinking. New technologies were installed for making learning a better experience. 
Such schools also maintained that teachers have thorough knowledge of their subjects 
and know the best way to make student learn and understand things and also 
encourage and teach them the importance of learning and collecting knowledge 
throughout their life. The academic results of these schools also come good. Fees 
structure of these schools was high, so they usually have students who belong to high 
socio-economic status. There infrastructure is well built, classrooms were well lighted 
and ventilated and focus is also given to extra co- curricular activities. The following 
figure shows the clear break-up of the sample: 
Distribution of Subjects 
(N = 300) 
Advantaged Schools 	 Disadvantaged Schools 
(W150) 	 (N=150) 
Boys 	 Girls 	 Boys 	 Girls (N=90) (N=60) Ø476) (14=74) 
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TOOLS:- 
Tools are very important part of the research. Measuring of human behavior is very 
complex, in the present study help of following instruments were taken for gaining 
information regarding every variable: 
Home Environment Scale: Home environment inventory (1989) developed by Dr. 
Karuna Shankar Mism was used to measure the variable home environment. It is an 
instrument designed to measure the "psycho social climate" of the home as perceived 
by children. It provides a measure of the quality and quantity of the cognitive, 
emotional and social support that has been available to the child within the home. 
This inventory has 100 items belonging to ten dimensions of home environment. The 
dimensions of the home environment inventory are following: 
1. Control: It indicates "autocratic atmosphere in which many restrictions are 
imposed on children by the parents in order to discipline them". 
2. Protectiveness: It implies "prevention of independent behavior and 
prolongation of infantile care". 
3. Punishment: It implies "physical as well as affective punishment to avoid the 
occurrence of undesirable behavior". 
4. Conformity: It indicates "parent's directions, commands with which child is 
expected to comply by action". 
5. Social Isolation: It indicates "use of isolation from beloved persons except 
family members for negative sanctions". 
6. Rewards: It includes "maternal as well as symbolic rewards to strengthen or 
increase the probability of desired behavior". 
as 
7. Deprivation of privileges: It implies "controlling children's behavior by 
depriving them or their rights to seek love, respect and child care from 
parents". 
8. Nurtwance: It indicates "existence of excessive attachment of parents with 
the child". 
9. Rejection It implies "conditional love recognizing that the child has no rights 
as a person, no rights to express his feelings, no right to uniqueness and no 
right to become an autonomous individual". 
10. Permissiveness: It includes "provision of opportunities for child to express his 
views freely and act according to his desires with no interference from 
parents". 
This inventory can be administered in individual or group settings. Each item 
in the inventory is to be answered with the help of 5 point scale ranging from 4 to 0, 
the instrument requires pupils to tell the frequency with which a particular parent-
child interaction has been observed by them in their homes, i.e. he/she is requested to 
tell whether a particular parental behavior (as mentioned in an item) occurs- `mostly', 
`often', `sometimes', 'least and 'never'. Split half reliability coefficient for ten 
components of home environment inventory range from .73 to .95. Home 
environment inventory has been found to have content validity as measured with the 
help of views expressed by judges. The cronbach alpha for present study was .697. 
School Environment inventory: The school environment inventory (2000) 
developed by Dr. Karuna Shankar Misra was used to measure the variable school 
environment (SEI). It consists of 70 items related to the six dimensions of school 
environment. 
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The six dimensions are: 
1. Creative Stimulation (CRS): It implies "teacher's activities to provide 
conditions and opportunities to stimulate creative thinking". 
2. Cognitive Encouragement (CE): It implies "teacher's behavior to stimulate 
cognitive development of student by encouraging his actions or behavior". 
3. Acceptance (ACC): It indicates "a measure of teacher's unconditional love, 
recognizing that student has the right to express feelings, to uniqueness and to 
be autonomous individuals". 
4. Permissiveness (PER): It indicates "a school climate in which students are 
provided opportunities to express their views freely and act according to their 
desires with no interruption from teachers". 
5. Rejection (REJ): It refers to "a school climate in which teachers do not accord 
recognition to student's right to deviate, act freely and to be autonomous 
person". 
6. Control (CON): It indicates "autocratic atmosphere of the school in which 
several restrictions are imposed on students to discipline them". 
Twenty items belongs to creative stimulation dimension. While each of the 
remaining five dimensions has ten items belonging to them. So in total it has 70 items. 
The instrument requires pupils to tell the frequency with which a particular teacher-
pupil interaction behavior is expressed in his or her school occurs as- `Always", 
"Often", "Sometimes", `Rarely" and "Never". 
There is no time-limit for this tool. The split half reliability for various 
dimensions of school environment inventory is: Creative stimulation; .919. Cognitive 
encouragement: .797, Acceptance: .823, Permissiveness: .781, Rejection: .781, 
Control: .762. 
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School environment inventory has found to possess content validity as measured with 
the help of views expressed by judges. The cronbach alpha for this study was .756. 
Aggression Questionnaire: To measure aggression, Buss and Perry aggression 
questionnaire (1992) was used. This questionnaire consisted of 29-items, and it is a 
five point scale ranging from Ito 5, with 1 indicating as extremely uncharacteristic of 
me, 2 as somewhat uncharacteristic of me, 3 as neither uncharacteristic nor 
characteristics of me, 4 indicating as somewhat characteristics of me and 5 indicating 
as extremely characteristics of me. The two questions with the asterisk are reverse 
scored. Test-retest reliability for the scale was found to be .80. This scale has proven 
useful in predicting laboratory and real world aggression (Bushman and Wells, 1998; 
Buss and Perry, 1992). The cronbach alpha for present study was .698. 
Self-concept inventory: In order to measure self-concept Dr. Raj Kumar Saraswat 
Self-concept questionnaire (1984) was used. Saraswat and Gaur (1981) described self- 
concept as `the self-concept is the individual's way of looking at himself. It also 
signifies his way of thinking, feeling and behaving". The questionnaire consisted of 
48 items. Each item is provided with five alternatives. There is no time limit for 
responding to all the items. 
Reliability of the inventory was found by test-retest method, and it was found 
to be .91 for the total self-concept measure. Expert's opinion was obtained to establish 
the validity of the inventory. Thus the content and construct validity were established. 
The maximum obtained score is 240 and minimum is 40. High score on this inventory 
means high self-concept and low score means low self-concept. The cronbach alpha 
for present study was .768. 
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Demographic information sheet: Demographic information sheet consisted of name, 
age, gender, type of family and area of living, were obtained along with 
questionnaires. 
PROCEDURE: 
Prior to the data collection, the researcher through careful observation 
identified the advantaged and disadvantaged schools. Then after that, researcher 
visited these schools and met the administration of these schools and took permission 
from them to collect the data for her research. When the permission was given 
researcher visited the classrooms and rapport was established with students. After 
establishing rapport with them, they were briefly told about the study. Once they gave 
their consent for the study, questionnaires were administered. Then instructions were 
given about how to fill the questionnaires. The students were assured that the 
information given by them will be kept confidential and their response will be used 
only for research purposes. Subjects were encouraged to give honest responses. 
When the subjects finished answering the questionnaires, the researcher 
thanked the subjects for their cooperation and for sparing their time for the study. 
STATISTICAL ANALYSIS: 
Once the data was collected using the above mentioned inventories and 
tabulation of scores was done, then it became important to apply appropriate 
statistical test in order to obtain the results. So by keeping the research problem and 
its objective in mind, multiple regression analysis was applied on the data. Multiple 
regression analysis studied the influences of several predictor variables 
simultaneously on the criterion variables. It is basically used to make prediction about 
criterion variable on the basis of various predictor variables. Of the various methods 
step-wise multiple regression analysis was used. Beside this t-test was also used in 
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order to find out the significant difference between genders on certain variables and 
Pearson's coefficient of correlation was also applied to find out the correlation 
between demographic and psychological variables. Analyses were done using 16.0 
version SPSS (Statistical Package of Social Sciences), which yielded results in 
different steps. 
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RESULTS 
In the previous chapter, all aspects of methodology related to this research 
work were described. The purpose of this chapter is to present the tables and 
interpretation of the results. The statistical techniques employed for the analysis were 
product-moment coefficient of correlation, t-test and stepwise multiple regression 
analysis. Hence, the entire data of the study after tabulation were analyzed in the 
following manner: 
- Firstly, total sample population was taken to find out the correlation between 
demographic variables and psychological variables. 
- Then t-test was applied in order to find out the mean difference between boys 
and girls on self-concept and aggression for overall sample and for sub-sample 
(advantaged and disadvantaged schools). 
- Then total sample population were taken to identify the significant predictors 
from amongst the variables related to home environment and school 
environment influencing aggression as well as self-concept. 
- Thereafter, sub-samples comprising advantaged and disadvantaged schools 
were separately given statistical treatment for in-depth analysis by using step-
wise multiple regression analysis. 
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Table - 1: 
Showing descriptive for the overall sample and sub-sample (advantaged and 
disadvantaged schools) 
Variables & 	Total Sample 
Dimensions (300) 
Mean (SD) 
Advantaged 
Schools 
Mean (SD) 
Disadvantaged 
Schools 
Mean (SD)  
Home 
Environment 
2.22 (.42) 2.16 (.46) 2.27 (.37) 
Control 2.21 (.52) 2.21 (.49) 2.21 (.56) 
Protectiveness 3.06 (.49) 3.03 (.47) 3.09 (.51) 
Punishment 2.59 (.54) 2.43 (.50) 2.75 (.54) 
Conformity 3.09 (.55) 2.95 (.57) 3.22 (.50) 
Social Isolation 1.41 (.71) 1.28 (.70) 1.53 (.70) 
Reward 3.15 (.59) 3.11 (.62) 3.19 (.56) 
Deprivation of 
Privileges 
1.19 (.70) .98 (.69) 1.39 (.64) 
Nurturance 2.06 (.62) 2.12 (.64) 2.01 (.60) 
Rejection .96 (.65) .78 (.66) 1.14 (.60) 
Permissiveness 1.77 (.55) 1.79 (.59) 1.76 (.52) 
Social 
Environment 
2.59 (.34) 2.71 (.28) 2.48 (.37) 
Creative 
stimulation 
2.79 (.44) 2.94 (.41) 2.63 (.43) 
Cognitive 
encouragement 
3.28 (.47) 3.39 (.47) 3.17 (.45) 
Acceptance 2.64 (.64) 2.83 (.59) 2.46 (.63) 
Permissiveness 2.19 (.51) 2.25 (.56) 2.13 (.45) 
Rejection 1.93 (.56) 1.83 (.64) 2.03 (.44) 
Control 2.55 (.64) 2.76 (.45) 2.33 (.72) 
Aggression 2.98 (.50) 2.81 (.45) 3.14(.50) 
Self-concept 3.63 (.32) 3.58 (.32) 3.68(.32) 
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Table - 2: 
Showing Inter Correlation between demographic variables and psychological 
variables for the overall sample 
1 2 3 4 5 6 7 
Gender I -.159*' .109 -.286" •.322" -.172" -.144' 
Area of Residence 1 .077 .1334 .084 .089 .058 
Type of family 1 .017 -.005 -.028 -.047 
Home 
environment 
1 .140 .064 -.009 
School 
environment 
l .295" -.118' 
Self-concept 1 -.007 
Aggression  
• Correlation is significant at 05 level (2 tailed) 
•* Correlation is significant at .01 level (2 tailed) 
Table (2) shows that gender was found to be negatively and significantly 
correlated with area of residence (r--.]59), home environment (r--.286), school 
environment (r—.322) and self-concept (r—.172) at .01 level of significance, it was 
also found that it negatively and significantly correlated with aggression (r--.144) at 
.05 level of significance. 
Table also shows that area of residence was positively and significantly 
correlated with home environment (r.133) at .05 level of significance whereas type 
of family was not correlated with any other variable. The correlation table also 
depicted that home environment was found to be positively and significantly 
correlated with school environment (r=.140) at .05 level of significance. The result 
highlighted that school environment was positively and significantly correlated with 
self-concept (r—.295) at .01 level of significance and it was also found to he 
negatively and significantly correlated with aggression (r--.118) at .05 level of 
significance. 
Table - 3: 
Shows mean comparisons of boys and girls on self-concept and aggression 
Variable Gender Mean (SD) t P 
Self-concept 
Boys 3.68 (.33) 
3.02 .003** 
Girls 3.57 (.31) 
Aggression 
Boys 3.04 (.47) 
2.51 .013" 
Girls 2.90 (.53) 
••P<.o5 
Above table (3) shows mean comparison of boys and girls on the parameter of 
self-concept and aggression. If we look at the mean values, we will find that mean 
scores for boys on self-concept is M=3.68 and SD=.33 and of girls is M=3.57 and 
SD=.31 and the t value is t=3.02 which is significant at .05 level of significance. 
Similarly when we look at mean values for boys on aggression we find that 
M=3.04 and SIY—.47, while for girls it is M=2.90 and SD .53 and t-2.51 which is 
significant at .05 level of significance. Therefore, overall result indicates that there is 
significant difference of gender on self-concept and aggression. 
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Table-4: 
Shows mean comparison of boys and girls on self-concept and aggression of 
advantaged and disadvantaged schools 
Variable Variable Gender Mean 
(SD) 
t P 
Advantaged 
Schools 
Self-concept 
Boys 3.64 (.31) 
2.85 .005** 
Girls 3.49 (.32) 
Aggression 
Boys 2.87 (.46) 
1.72 .087 
Girls 2.73 (.44) 
Disadvantaged 
Schools 
Self-concept 
Boys 3.73 (.34) 
1.85 .066 
Girls 3.63 (.30) 
Aggression 
Boys 3.25 (.38) 
2.82 .005** 
Girls 3.03 (.57) 
.•P<.p5 
Above table (4) shows mean comparisons of boys and girls on the parameters 
of self-concept and aggression in advantaged and disadvantaged schools. For the 
advantaged school, the mean values of boys for self-concept is M=3.64 and SD=.31 
and for girls M=3.49 and SD=.32 and the t-value is t=2.85, which is significant at .05 
level of significance and similarly if we look at the mean value of boys on aggression 
then M=2.87 and SD=.46 and for girls M=2.73 and SD=.44 and the value for t=1.72 
which is not significant. 
In the disadvantaged schools if we have a look at the mean values of boys for 
self-concept then we see that M=3.73 and SD=.34 and for girls M=3.63 and SD=.30 
and the t-value is t=1.85, which is not significant and similarly if we see the mean 
value of boys on aggression then M=3.25 and SD=.38 and for girls M=3.03 and 
SD=.57 and the t value is t=2.85 which is significant at .05 level of significance. 
Overall results indicate that advantaged school's adolescents have significant gender 
difference on self-concept and in case of disadvantaged schools gender showed 
significant difference on aggression. 
Table - 5 (a): 
Aggression Regressed on Home Environment and its Dimensions of the Overall 
Sample i.e. Advantaged and Disadvantaged Schools 
Model R R. square Adjusted R square 1 	R. square change 
.215a .046 .043 .046 
2.  .289 .083 .077 .037 
3.  .322c .104 	 .095 .021 
a. rreumtors: tt.:onstanp, refection 
b. Predictors: (Constant), rejection, permissiveness 
c. Predictors: (Constant) rejection, permissiveness, control 
d. Criterion variable: aggression 
In the above table - 5 (a) dimensions of home environment which emerged as 
significant predictors for aggression are shown. Rejection, Permissiveness and control 
(dimensions of home environment) emerged as significant predictors for aggression. 
The table shows three predictors of the model. Multiple correlation (R) is 
found to be.322 for rejection, permissiveness and control. Further R square which 
represents the contribution of predictor variable is also seen. Here we have considered 
R square change that is the actual contribution of predictor variable to the criterion 
variable. Hence the real covariance, the magnitude of predictor variable which 
contributed to the criterion variable came out as .021 for rejection, permissiveness and 
control. 
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Table - 5 (b): 
Showing details of coefficients 
Model Standardized I Significance Partial 
coefficient correlation 
p 
1.  (Constant) 55.577 .000 .215 
Rejection .215 3.806 .000 
2.  (Constant) 32.642 .000 
Rejection 276 4.734 .000 .265 
Permissiveness -.201 -3.457 .001 -.197 
3.  (Constant) 22.693 .000 
Rejection .288 4.974 .000 .278 
Permissiveness -.207 -3.589 .000 -.204 
Control -.144 -2.613 .009 -.150 
a. Dependent variable: aggression 
Above table - 5 (b) clearly indicate rejection, permissiveness and control 
(dimensions of home environment) as predictors of self-concept for school children, 
As the statistical value given in the table indicate that is t°4.974 for rejection; t=-
3.589 for permissiveness and t--2.613 for control respectively. By having a look at 
the t values, we can conclude that I values are significant for all the predictors, 
indicating the relationship between predictor and criterion variable. 'the correlation 
(partial) is r-.278 for rejection, r-204 for permissiveness and r--150 for control 
respectively. The correlation with the criterion (aggression) came out to be negative 
for permissiveness and control, indicating negative significant relationship. It means 
that permissiveness and control negatively influence the aggression of students. As 
permissiveness and control increases, aggression decrease. 
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Table - 6 (a); 
Aggression Regressed on Home Environment and its Dimensions for sub-sample 
of Advantaged Schools 
Model R R. square Adjusted R square R. square change 
1, .303a  .092 .085 .092 
a Predictor: (Constant), nurturance 
b. Criterion variable! aggression 
In the above table - 6 (a) nurturance (dimension of home environment) 
emerged as significant predictor for aggression. 
The table shows one predictor of the model. Multiple correlation (R) is found 
to be .303 for nurturance. Further R square which represents the contribution of 
predictor variable is also seen. Here we have considered R square change that is the 
actual contribution of predictor variable to the criterion variable. Hence the real 
covariance, the magnitude of predictor variable which contributed to the criterion 
variable came out as .092 for nurturance. 
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Table - 6 (b): 
Showing details of coefficients 
Model ! Standardized t Significance Partial 
coefficient correlation 
p 
1. (Constant) 26.635 .000 
Nurturance -.303 -3.861 .000 -.303 
a. Dependent variable! aggression 
Above table - 6 (b) clearly indicate nurturance (dimension of home 
environment) as predictor of aggression among advantaged school children. As the 
statistical value given in the table indicate that is t=-3.861 for nurturance. By having a 
look at the t value, we can conclude that t value is significant for the predictor, 
indicating the relationship between predictor and criterion variable. The correlation 
(partial) is r--.303 for nurturance. The correlation with the criterion variable 
(aggression) came out to be negative indicating negative relationship. It means that 
nurturance negatively influence the aggression of students. As nurturance increase, 
aggression decrease. 
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Table - 7 (a): 
Aggression Regressed on Home Environment and its Dimensions for sub-sample 
of Disadvantaged Schools 
Model R R. square Adjusted R square R. square change 
1. .235a  .055 .049 .055 
a Predictors: (Constant), control 
b. Criterion variable: aggression 
Above table - 7 (a) show one of the dimension of home environment as 
significant predictor for aggression among disadvantaged school children Control 
(dimension of home environment) emerged as significant predictor for aggression. 
The table shows one predictor of the model. Multiple correlation (R) is found 
to be .235 for control. Further R square which represents the contribution of predictor 
variable is also seen. Here we have considered R square change that is the actual 
contribution of predictor variable to the criterion variable. Hence the real covariance, 
the magnitude of predictor variable which contributed to the criterion variable came 
out as .055 for control. 
103 
Table - 7 (b): 
Showing details of coefficients 
Model !; Standardized t Significance Partial 
coefficient correlation 
R 
1. (Constant) 	 3.606 22.354 .000 
control 	 -.207 -2.936 .004 -.235 
a. Dependent variable: aggression 
Above table - 7 (b) clearly indicate control (dimension of home environment) 
as predictor of aggression among disadvantaged school children. The statistical value 
given in the table indicate that is t=-2.936 for control. By having a look at the t value, 
we can conclude that t value is significant for the predictor, indicating the relationship 
between predictor and criterion variable. The correlation (partial) is r--.235 for 
control. The correlation with the criterion variable (aggression) came out to be 
negative indicating negative relationship. It means that control negatively influence 
the aggression of students. As control increase, aggression decrease. 
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Table - 8 (a): 
Self-Concept Regressed on Home environment and its dimension of the Overall 
Sample i.e. Advantaged and Disadvantaged Schools 
Model R R. square Adjusted R square R. square change 
1.  .2168 .047 .043 .047 
2.  253 .064 .053 .017 
3.  .279` .778 .669 .014 
a. Predictors: (Constant), nurtumnce 
b. Predictors: (Constant), nurturance, permissiveness 
c. Predictors: (Constant), nurturance, permissiveness, control 
d. Criterion variable: self concept 
Above table - 8 (a) highlights dimensions of home environment which 
emerged as significant predictors for self-concept. Nurturance. Permissiveness and 
control (dimensions of home environment) emerged as significant predictors for self-
concept. 
The table shows three predictors of the model. Multiple correlation (R) is 
found to be .279 for nurturance, permissiveness and control. Further R square which 
represent the contribution of predictor variable, is also seen. Here we have considered 
R square change that is the actual contribution of predictor variable to the criterion 
variable. Hence the real covariance, the magnitude of predictor variable which 
contributed to the criterion variable came out as .014 for nurturance, permissiveness 
and control. 
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Table - 8 (b): 
Showing details of coefficients 
Model StandardizedT t Significance Partial 
coefficient correlation 
R 
1. (Constant) 53.078 .000 
Nurturance .216 3.821 .000 .216 
2. (Constant) 43.431 .000 
Nurturance .236 4.159 .000 .235 
Permissiveness -.133 -2.338 .000 -.134 
3. (Constant) 29.927 .000 
Nurturance .237 4.191 .000 .237 
Permissiveness -.131 -2.321 .021 -.134 
Control .118 2.115 .035 .122 
a. Dependent variable: Self-concept 
Table - 8 (b) clearly indicate nurturance, permissiveness and control 
(dimensions of home environment) as predictors of self-concept for school children. 
As the statistical value given in the table indicate that is t=4.191 for nurturance; 
t=2.321 for permissiveness and t=2.115 for control respectively. By having a look at 
the t values, we can conclude that t values are significant for all the predictors, 
indicating the relationship between predictor and criterion variable. The correlation 
(partial) is r=.237 for nurturance, r=-. 134 for permissiveness and r=.122 for control 
respectively. The correlation of permissiveness with the criterion (self-concept) came 
out to be negative, indicating negative significant relationship. It means that 
permissiveness negatively influence the self-concept of students. As permissiveness 
increase, self-concept decrease. 
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Table - 9 (a): 
Self-concept Regressed on Home Environment and its Dimensions for sub 
sample of Advantaged schools 
Model R R square Adjusted R square R. square change 
1. 280` 078 .072 .078 
a. Predictors: (Constant), rejection 
b. Criterion variable: self-concept 
Above table - 9 (a) show one of the dimension of home environment as 
significant predictor for self-concept among advantaged school children. Rejection 
(dimension of home environment) emerged as significant predictor for self-concept. 
The table shows one predictor of the model. Multiple correlation (R) is found 
to be .280 for rejection. Further R square which represents the contribution of 
predictor variable is also seen. Here we have considered R square change that is the 
actual contribution of predictor variable to the criterion variable. Hence the real 
covariance, the magnitude of predictor variable which contributed to the criterion 
variable came out as .078 for rejection. 
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Table -9(h): 
Showing details of coefficients 
Model Standardized t Significance Partial 
coefficient correlation 
9 
1. (Constant) 93.472 .000 
Rejection -.280 -3.549 .001 -.280 
a. Dependent variable: Seri concept 
Above table - 9 (b) clearly indicate rejection (dimension of home 
environment) as predictor of self-concept among advantaged school children. As the 
statistical value given in the table indicate that is t=-3.549 for rejection. By having a 
look at the t value, we can conclude that I value is significant for the predictor, 
indicating the relationship between predictor and criterion variable. The correlation 
(partial) is r--.280 for rejection. The correlation with the criterion variable (self-
concept) came out to be negative indicating negative relationship. It means that 
rejection negatively influence the self-concept of students. As rejection increase, self-
concept decrease. 
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Table -10 (a): 
Self-Concept Regressed on Home Environment and its Dimensions for sub- 
sample of Disadvantaged Schools 
Model R R. square Adjusted R square R square change 
1.  .3218 103 .097 .103 
2.  .402 .162 .150 .059 
a Predictors: (Constant), nurturance 
b. Predictors: (Constant), nurturance, control 
c. Criterion variable: self-concept 
Table - 10 (a) shows dimensions of home environment which emerged as 
significant predictors for self-concept. Nurturance and control (dimensions of home 
environment) emerged as significant predictors for self-concept. 
The table shows two predictors of the model. Multiple correlation (R) is found 
to be .402 for nurturance and control. Further R square which represents the 
contribution of predictor variable is also seen. Here we have considered R square 
change that is the actual contribution of predictor variable to the criterion variable. 
Hence the real covariance, the magnitude of predictor variable which contributed to 
the criterion variable came out as .059 for nurturance and control. 
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Table - 10 (b): 
Showing details of coefficients 
Model Standardized t Significance Partial 
coefficient correlation 
P 
1. (Constant) 37.313 .000 
Nurturance .321 4.118 .000 .321 
3. (Constant) 25.668 .000 
Nurturance .271 3.510 .001 .278 
Control .248 3.211 .002 .256 
a- Dependent variable: Self-concept 
Above table - 10 (b) clearly indicate nurturance and control (dimensions of 
home environment) as predictors of self-concept among disadvantaged school 
children. As the statistical value given in the table indicate that is t=3.510 for 
nurturance and t=3.211 for control respectively. By having a look at the t values, we 
can conclude that t values are significant for the predictor, indicating the relationship 
between predictor and criterion variable. The correlation (partial) is r—.278 for 
nurturance and r.256 for control. 
110 
Table -11 (a): 
Aggression Regressed on School Environment and its Dimension of the Overall 
Sample i.e. Advantaged and disadvantaged schools 
Model R R. square Adjusted R square 	R. square change 
1. .182 .033 .030 .033 
a. Predictors: (Constant), acceptance 
b. Criterion variable: aggression 
Above table - it (a) shows one of the dimension of school environment as 
significant predictor for aggression. Acceptance (dimension of school environment) 
emerged as significant predictor for aggression. 
The table shows one predictor of the model. Multiple correlation (R) is found 
to be .182 for acceptance. Further R square which represents the contribution of 
predictor variable is also seen. Here we have considered R square change that is the 
actual contribution of predictor variable to the criterion variable. Hence the real 
covariance, the magnitude of predictor variable which contributed to the criterion 
variable came out as .033 for acceptance. 
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Table - 11 (b): 
Showing details of coefficients 
Model Standardized t Significance Partial 
coefficient correlation 
p 
1. (Constant) 27.392 .000 
acceptance -.182 -3.189 .002 -J82 
a Dependent variable: aggression 
Above table - 11 (b) clearly indicate acceptance (dimension of school 
environment) as predictors of aggression for school children. The statistical value 
given in the table indicate that is t=3.189 for acceptance. By having a look at the t 
value, we can conclude that t value is significant for the predictor, indicating the 
relationship between predictor and criterion variable. The correlation (partial) is r-
182 for acceptance. The correlation with the criterion variable (aggression) came out 
to be negative indicating negative relationship. It means that acceptance negatively 
influence the aggression of students. As acceptance increase, aggression decrease. 
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Table- 12 (a): 
Aggression Regressed on School Environment and its Dimension for sub-sample 
of Advantaged Schools 
Model R R. square Adjusted R square R. square change 
I. .242a  059 .052 .059 
a, Predictors: (Constant), acceptance 
b. Criterion variable: aggression 
Above table - 12 (a) shows one of the dimension of school environment as 
significant predictor for aggression among advantaged school children. Acceptance 
(dimension of school environment) emerged as significant predictor for aggression. 
The table shows one predictor of the model. Multiple correlation (R) is found 
to be .242 for acceptance. Further R square which represents the contribution of 
predictor variable is also seen. Here we have considered R square change that is the 
actual contribution of predictor variable to the criterion variable. Hence the real 
covariance, the magnitude of predictor variable which contributed to the criterion 
variable came out as .059 for acceptance. 
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Table -12 (b): 
Showing details of coefficients 
Model Standardized t Significance Partial 
coefficient correlation 
1. (Constant) 18.806 .000 
acceptance -.242 -3.037 .003 -.242 
a. Dependent variable aggession 
Table - 12 (b) clearly indicates acceptance (dimension of school environment) 
as predictor of aggression for advantaged school children. As the statistical value 
given in the table indicate that is t=-3.037 for acceptance. By having a look at the t 
value, we can conclude that t value is significant for the predictor, indicating the 
relationship between predictor and criterion variable. The correlation (partial) is '=-
.242 for acceptance. The correlation with the criterion (aggression) came out to be 
negative. indicating significant negative relationship. It means that acceptance 
negatively influence the aggression in students. As acceptance increases, aggression 
decreases. 
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Table - 13 (a): 
Self-Concept Regressed on School Environment and its Dimension of the Overall 
Sample i.e- Advantaged and Disadvantaged Schools 
Model 	R 	I R. square Adjusted R square 	R. square change 
1. .295' .087 .084 .087 
2. .318 .101' .095 .014 
a. Predictors: (Constant), school environment 
b. Pnxlictors: (Constant), school environment, cognitive encouragement 
c. Criterion variable: selr concept 
Above table - 13 (a) shows school environment and one of its dimension as 
significant predictors for self-concept. School environment and cognitive 
encouragement (dimensions of school environment) emerged as significant predictors 
for self-concept. 
The table shows two predictors of the model. Multiple correlation (R) is found 
to be .318 for school environment and cognitive encouragement. Further R square 
which represents the contribution of predictor variables is also seen. Here we have 
considered R square change that is the actual contribution of predictor variable to the 
criterion variable. ]fence the real covariance, the magnitude of predictor variable 
which contributed to the criterion variable came out as .014 for school environment 
and cognitive encouragement. 
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Table - 13 (b): 
Showing details of coefficients 
Model Standardized 
coefficient 
13 
T Significance Partial 
correlation 
1.  (Constant) 21.230 .000 
school ,295 5.325 .000 .295 
environment 
2.  (Constant) 19.768 .000 
school .178 2.306 .022 .133 
environment 
cognitive .167 2.160 .032 .124 
encouragement 
a. Dependent variable: Self-concept 
Above table - 13 (b) clearly indicate school environment and cognitive 
encouragement (dimensions of school environment) as predictors of self-concept for 
school children. The statistical value given in the table indicate that is t=2.306 for 
school environment and t=2.160 for cognitive encouragement respectively. By having 
a look at the t values, we can conclude that t values are significant for all the 
predictors, indicating the relationship between predictor and criterion variable. The 
correlation (partial) is r—.133 for school environment and r—.124 for cognitive 
encouragement respectively. 
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Table -14 (a): 
Self-Concept Regressed on School Environment and its Dimensions for sub- 
sample of Advantaged Schools 
Model R R. square Adjusted R square R. square change 
1. .4108 .168' .162 .168 
a. Predictors: (Constant), cognitive encouragement 
b. Criterion variable: self concept 
Above table - 14 (a) show one of the dimension of school environment as 
significant predictor for self-concept among advantaged school children Cognitive 
encouragement (dimension of school environment) emerged as significant predictor 
for self-concept. 
The table shows one predictor of the model. Multiple correlation (R) is found 
to be .410 for cognitive encouragement. Further R square which represents the 
contribution of predictor variable is also seen. Here we have considered R square 
change that is the actual contribution of predictor variable to the criterion variable. 
Hence the real covariance, the magnitude of predictor variable which contributed to 
the criterion variable came out as .168 for cognitive encouragement. 
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Table - 14 (b): 
Showing details of coefficients 
Model Standardized . 	t Significance Partial 
coefficient correlation 
P 
1. (Constant) 15.042 .000 
cognitive .410 5.463 .000 .410 
encouragement 
a. Dependent variable_ self-concept 
Table - 14 (b) indicate cognitive encouragement (dimension of school 
environment) as predictor of self-concept among advantaged school children. 
As the statistical value given in the table indicate that is t=5.463 for cognitive 
encouragement. By having a look at the t value, we can conclude that t value is 
significant for the predictor, indicating the relationship between predictor and 
criterion variable. The correlation (partial) is r-.410 for cognitive encouragement. 
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Table - 15 (a): 
Self-Concept Regressed on School Environment and its Dimension for sub- 
sample of Disadvantaged Schools 
Model R R square Adjusted R square R. square change 
1. .3928 1 	154 .148 .154 
a. Predictors: (Conslant), creative stimulation 
b. Critednn variable: self concept 
Above table - 15 (a) show one of the dimension of school environment as 
significant predictor for self-concept among disadvantaged school's children Creative 
stimulation (dimension of school environment) emerged as significant predictor for 
self-concept. 
The table shows one predictor of the model. Multiple correlation (R) is found 
to be .392 for creative stimulation. Further R square which represents the contribution 
of predictor variable is also seen. Here we have considered R square change that is the 
actual contribution of predictor variable to the criterion variable. Ilene the real 
covariance, the magnitude of predictor variable which contributed to the criterion 
variable came out as .154 for creative stimulation. 
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Table -15 (b): 
Showing details of coefficients 
Model Standardized It Significance Partial 
coefficient correlation 
1. (Constant) 18.817 .000 
creative .392 5.183 .000 392 
stimulation 
a Dependent variable: self-concept 
Above table - 15 (b) clearly indicate creative stimulation (dimension of school 
environment) as predictor of self-concept among disadvantaged school children. As 
the statistical value given in the table indicate that is t-5.183 for creative stimulation. 
By having a look at the t value, we can conclude that t value is significant for the 
predictor, indicating the relationship between predictor and criterion variable. The 
correlation (partial) is r-.392 for creative stimulation. 
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CRAFTER - V 
DISCUSSION 
The focus of the present investigation is on studying home and school 
environment as determinants of aggression and self-concept of advantaged and 
disadvantaged school children. 
The correlation analysis was applied to see the relation between demographic 
and psychological variable. The result showed that gender was found to be negatively 
and significantly related with school environment, self-concept and aggression. The 
results also highlighted that home and school environment was found to be 
significantly and positively correlated and school environment was also seen to be 
significantly and positively correlated with self-concept and significantly and 
negatively correlated with aggression. 
In order to investigate the results t-test and step-wise multiple regression 
analysis was also applied on the data. Result in the table (3) indicated significant 
gender difference on self-concept for overall sample. It was found that boys had 
higher mean scores on self-concept than girls. Boys were found to have higher self-
concept than girls. This may be because in our society, girls are considered to be 
inferior to boys. Men are mostly given upper-hand in all aspects of life. Their wishes, 
demand, opinions always matter more than women's in our society because of which 
women consider themselves lesser than man. The socialization process for boys and 
girls also differ in our society, which affects the self-concept of boys and girls. The 
past research findings are mixed regarding this, it has been found that boys exhibit a 
higher level of general self-esteem than girls (Block and Robins, 1993; Marsh, 1989a; 
Marsh et al., 1988; Sotelo. 2003; Wigfield et al., 1991; Wood et at, 1996), young 
girls show lesser self-esteem than boys (Orenstein, 1994; Marsh & Hattie, 1996; 
Olivia, 1999). However some studies have found no differences (e.g. Crain & 
Bracken. 1994; Mullis et al., 1992). On the other hand Lackovic-Grgin and Dekovic 
(1990) reported that girls have a higher level of self-esteem. 
Further results also showed that boys and girls significantly differ on 
aggression, boys were found to be more aggressive than girls. This may be because of 
the fact that in our society males are considered superior to females and they are 
allowed to express their anger, whereas females are considered as submissive and 
their overt voice is always curbed down, and it is not considered to be good if they act 
aggressively, they are mostly not allowed to give any opinion or allowed to argue 
about things and whatever man says they are made to follow and take it as last word. 
Also girls from childhood are taught in our society that it is their responsibility to 
maintain relations, so may be in order to fulfill their responsibility they show less 
anger as compared to man, because aggression usually spoils relations. There has 
been mixed finding regarding this as it has been found that males demonstrate greater 
overt aggression and delinquency, with aggressive/delinquent behaviors observed to 
peak during adolescence in males (Coie & Dodge. 1998;Eagly & Steffan, 1986; Hyde, 
1984). If we look at physical aggression rate, then it is certainly true that males are 
more aggressive than females, but anthropological studies has shown that, it is not 
universal truth (Fry, 1990,1992) Cook (1992). Bjorkgvist (1994) also reported that it is 
incorrect, or rather, non-sensical, to claim that males are more aggressive than 
females. 
Table (4) showed that there is significant difference in boys and girls an self-
concept of advantaged schools. Boys had higher mean scores than girls, means that 
boys had higher self-concept than girls. As, it has already been explained above why 
boys probably have higher self-concept than girls so no point of repeating the 
explanation and the fact that in advantaged school differences was found on self- 
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concept can be attributed to the reason that, even though children coming from these 
schools are from higher socio-economic status, families are also well educated but 
still the condition, the ways boys and girls are brought-up is different even in this 
section of society. The mind set of peoples are still same, they do not treat boys and 
girls equally. and they prefer boys over girls and give them more freedom, leniency 
and liberty in doing things. While on the other hand in disadvantaged schools, result 
showed that there was significant difference on the level of aggression among boys 
and girls. The mean scores of boys were higher than girls, indicating that boys were 
more aggressive than girls. As, earlier it has already being explained why boys scored 
higher than girls, so there is no need to repeat the probable reason and the fact that in 
disadvantaged schools significant difference was found on aggression it can be 
attributed to the fact that usually the children in these schools come from lower socio-
economic background, so they usually are deprived of various, basic needs in many 
spheres of their life, they have to struggle daily and fight for everything and this day 
to day struggle makes them upset and makes them feel frustrated about the whole 
scenario and make them react more aggressively. 
Regression analysis was also carried out in order to see whether home and 
school environment predicts aggression and self-concept in school children. 
Table - 5 (a) showed predictors of aggression for whole sample. Out of eleven 
dimensions (home environment and its dimensions), three dimensions emerged as 
significant predictors, they were found to have significant relationship with 
aggression. Rejection, permissiveness and control were found to significantly predict 
aggression. Rejection was found to be significantly and positively related with 
aggression and Permissiveness and Control were negatively and significantly related 
with aggression. This means as Permissiveness and Control increases, aggression 
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decreases. The result that Rejection as a significant predictor of aggression is 
supported by study of Kuterovac-Jagodic and Kerestes (1997) who reported that 
dimensions of father's undifferentiated rejection predicted aggression, manifest and 
latent aggression, indirect aggression, verbal aggression and neurotism. Akse et al., 
(2004) also found that parental rejection was associated with depression and 
aggression in most of the combined personality type and gender groups. Similarly 
Hale et al., (2005) reported that parental rejection, as mediated through adolescent 
depression, subsequently influence the adolescent's aggressive behavior and 
additionally, withdrawal behaviors. McCord et al., (1961) thorough analysis of the 
home experiences of children yielded a very strong relation between exposure to a 
rejecting parent and aggressive behavior. Ninety-five percent of the aggressive boys 
were raised in homes where one or both parents was considered rejecting, whereas the 
majority of children classified as assertive and nonaggressive had parents who were 
warm and affectionate. So, rejection as a predictor of aggression seems very logical, 
because may be when parents are rejecting, they do not show any love, care and 
warmth towards their children then children feel unwanted and they become 
rebellious, and they feel that if their parents don't love them, then why should they 
also listen to them, and thus they disobey and become aggressive. Nishikawal, S. et al. 
(2010) analysis showed that insecure attachments (avoidant and ambivalent) and 
rejection from parents were predictors of internalizing and externalizing problems 
among boys. 
The other dimensions of home environment which emerged as significant 
predictor of aggression were Permissiveness and Control. These dimensions were 
found to be negatively influencing aggression, which mean as permissiveness and 
control increases, aggression decreases. We can say that when parents are very 
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lenient, they let children do whatever they want, and trust them that whatever their 
children will do will be right, and often communicate with them and share their 
experience about wrong and right, as a result of this children may also feel 
responsible and respect their parents trust and behave in way which is responsible. 
Though the previous research findings are contrary to the results obtain. McCord and 
McCord (1959) reported a thirteen year study of 650 I1 year old children and 
concluded that parental permissiveness rather than parental punishment produce 
delinquency and aggression. While Control as predictor of aggression also seems 
quite logical, because even when high control is there in the family but there is 
existence of good parent-child communication and positive environment prevails in 
the home then children also don't mind following the rules and regulations. And when 
parents within themselves also have better understanding and they do not have any 
conflict regarding the discipline they impose on their child, then this will help the 
child in positive way. The past researches regarding this have obtained mixed results. 
It has been reported that parents who are authoritative or permissive, or who 
frequently used psychological control were more likely to have relationally aggressive 
preschoolers (Casas et al., 2006). Similarly self-reported maternal permissiveness was 
found to be related to relational aggression in children ranged from 9 to I I years of 
age (Sandstrom, 2007). Although past research also have shown that parental 
authority defined by the construct: strict, restrictiveness, firm, dominating, control, 
demanding, authoritative, authoritarian, over-protective and monitoring (Barber, 
Olsen & Shagle, 1994; Batunrind. 1971; Burchinal, Skinner and Reznick,2010; 
Darling, Cumsille, & Martinez 2007; Huver, Oten, deVris & Engels, 2010) is related 
with less aggression, it has been found that high parental authority is related with less 
aggressive behaviors in children and adolescent (Frey et.al, 2009; Laird et.al, 2010). 
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Results from Table - 6 (a) to Table - 6 (b) highlighted the finding pertaining to 
sub-sample of advantaged school children. The result shows "Nurturance" (dimension 
of home environment) as the significant predictor of aggression. Nurturance was 
found to be negatively and significantly related with aggression, which indicates that 
as nurturance increase aggression decreases. This may be because of the fact that 
when adolescent view their parents as nurturing, showing love, warmth and care for 
them then they develop positive feelings and do not want to hurt their parents by 
doing anything wrong. Finkenauer et al., (2005) found that adolescents from nurturing 
homes are less likely to develop problem behaviors because they have parents who 
are emotionally involved, interested in their lives and responsive to their children's 
needs. High parental nurturance serves as a positive social interaction against 
deviances (Barnes, 1984). Arim et al. (2011) also reported that for girls, perceptions 
of parental nurturance at age 10 were negatively associated with both direct and 
indirect aggression at age 12. And for boys, perceptions of parental nurturance at age 
12 were negatively associated with both aggressive behaviors at age 14. In 
advantaged school nurturance emerged as a predictor may be because of the reason 
that as children coming in these schools having high fees structure usually comes 
from well off homes where both parents are well educated and quite up-to-date about 
the changing world and the changing needs of the children according to it, so they 
tries to make full efforts to bring-up their children in a loving, nurturing way that 
makes them happy and makes them ready to face the world in a civilized way. 
Table - 7 (a) to Table - 7 (b) shows the result for the disadvantaged school 
children. In this control emerged as significant predictor for aggression, it was found 
to be significantly related with aggression. The predictive influence of control on 
aggression has already been explained in case of whole sample, so we do not need to 
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explain it again here. As far as control emerging as an predictor for aggression in 
disadvantaged schools can be due to the fact that in today's society it can be seen that 
money rules justices also, so parents from low economic families knows that it is very 
important to keep high control on their children, as this upbringing will help their 
children to become a disciplined individual and will keep them away from problem. 
Table - 8 (a) showed predictors of self-concept for the whole sample. It was 
found that out of eleven variables (home environment and its dimensions) three 
variables emerged as significant predictors for the criterion variable (self-concept). 
Nurturance, permissiveness and control (which are the dimensions of home 
environment) were found out to be three predictors, which significantly predicted self-
concept. Out of the three predictors, Nurturance and Control was found to be 
positively related to self-concept while the third predictor permissiveness was 
negatively related to self-concept. This means that as Nurturance and control increase, 
the self-concept of the child increase, while as permissiveness increase, self-concept 
of the child decrease. Nurturance (a dimension of home environment) means that 
there is unconditional physical and emotional attachment of parents with the child, 
and they have a keen interest in and love for the child. So, when a child receive 
unconditional love from parents, and they take interest in what child is doing, then it 
creates a sense of belonging, a security feeling for the child, and this loving and 
caring attitude may help child to have healthy attitude towards what he thinks of 
himself. In favor of above finding Chapman (2012) reported that higher level of 
maternal nurturance was found to be positively associated with higher self-esteem and 
lower depressive symptoms. Similarly Reid (2011) also reported that all dimensions 
of maternal and paternal nurturing and involvement were positively related to positive 
characteristics of peer relationships, self-esteem and life-satisfaction, consistent with 
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the multicultural findings of Parent Acceptance-Rejection (PAR) theory (Rohner, 
Khalique & Cournoyer,2005). Buri et al., (1992) found that even though mother's and 
father's nurturance together were more strongly related to self-esteem during the 
junior high school years than during the high school and college years, parental 
nurturance still remained a robust predictor of self-esteem during these later years. 
The positive outcomes related to high parental nurturance may be is the result of 
children growing up in nurturing families having parents who are genuinely interested 
in the child's life; therefore the child has a positive self-concept and experience less 
distress (Finkenauer et al., 2005; Schwartz et al., 2009). 
Control which came out to be another predictor of self-concept refers to the 
restrictions that are imposed by the parents on children in order to discipline them. It 
has been found that control is an important feature of authoritative parenting. This 
parenting practice is demanding and responsive, in this parent's encourages 
independence but still controls and limit the actions of their child. Chiew (2011) 
found that greater numbers of students from authoritative parenting style have high 
level of self-esteem than authoritarian families. Though Martinez and Gracia (2007) 
reported that adolescents from authoritative families scored higher than adolescents 
from authoritarian and neglectful families in three self-esteem dimensions academic, 
social and family but the highest self-esteem adolescents belonged to indulgent 
families. So, though control (feature of authoritative parenting) is not associated with 
optimum self-esteem but still it does have some positive effect on building it. 
Permissiveness was the third predictor for the self-concept. It was negatively 
related with self-concept means as permissiveness increases self-concept decreases. 
Permissiveness means when parents let their child does whatever they want and let 
them act according to their desire and do not interfere at all. This type of behavior is a 
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key feature of permissive parenting. So, here the child is not pushed to obey any 
guidelines or standards and even when limits are established, these are not enforced 
(Barakat & Clark, 1999). However the child remains dissatisfied as it is 
"uncomfortable to be out of control". so the child places a "lot of energy into 
controlling their parent and trying to get their parents control them" (Gonzalez-Mena, 
1993). This parent-child micro-system fails the child due to lack of nurturance and 
reciprocity, as the indifferent parent's starves the child for emotional sustenance 
(Garbino & Abramowitz,1992).Thus, posing developmental risk to the child by 
hindering the development of social competence, high self-esteem and a positive self-
concept (Garbino & Abramowitz,1992). 
Having explained the findings for the total sample, the results highlighted 
from Table - 9 (a) to Table - 9 (b) are pertaining to the sub-sample group of 
advantaged schools. Result from step-wise multiple regression analysis showed that 
Rejection (one of the dimension of home environment) was found to be significant 
predictor for self-concept. Rejection refers to conditional love, recognizing that the 
child has no right as a person, no right to uniqueness and no right to become an 
autonomous individual (K.R Misra. 1989). These findings are supported by Khan et 
al., (2011) who found that rejection from mothers was more strongly associated with 
poor self-concept, tow self-efficacy and less satisfaction with life. Also the Parental 
Acceptance-Rejection theory by Rohner (2007) explained and predicted that 
acceptance and rejection by parents significantly affects the child's personality 
formation and development, rejection by parents leads to impaired sense of self-
esteem. The reason that rejection came out as the predictor in case of advantaged 
schools may be that children in these schools usually comes from high status 
background, mostly have working parents who are not able to give as much time to 
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child that they deserve due to which children do not get proper affection from parents 
and they feel alone and left-out. So rejection is a important factor for this group. 
After undertaking the sample of advantaged school children, disadvantaged 
school children were analyzed. Table - 10 (a) to Table - 10 (b) shows the result for 
disadvantaged schools. The two dimensions which emerged as significant predictor 
for self-concept was nurturance and control. About the influence of these two 
predictors on self-concept has already been explained in case of total sample. 
Therefore these two variables do not require any more explanation. They emerged as 
predictors for disadvantaged schools may be because of the fact that children in these 
school comes from lower sections of society, so may be that even though they do not 
enjoy much lavish life but they do have their parents who spend time with them 
particularly their mothers and nurture them with love and care and as in our society it 
is seen that influential people easily get away from any trouble but as parents from 
low socio-economic status know that they are not that influential and they may not get 
out of trouble if they get involved in some problem, so as a precautionary way they 
keep their children in control. So probably this is the reason that nurturance and 
control came out as predictor in disadvantaged schools. 
Table - 11 (a) shows the predictors of aggression for the total sample. The 
result indicates that acceptance (one of the dimension of school environment) 
emerged as the significant predictor of aggression. Result indicates that acceptance is 
significantly and negatively related with aggression, means as acceptance increases, 
aggression decreases. Acceptance refers that teachers recognize their students as they 
are, let them express their views freely, provides them with unconditional love and 
accepts the feelings of students in a non-threatening manner. So, the results seem very 
apt that acceptance came out as predictor for aggression, because when students 
receive a non-threatening environment, they feel free to express their opinions and 
thus they do not have to curb down their feelings, so it does not create frustration in 
them, which otherwise may express in the form of aggression. Acceptance by the 
teachers helps the student to develop close relationships, and these close relationships 
permit the teachers to mould the behavior of the students in right direction. This 
teacher-student relationship has also been shown to act as a buffer for maladaptive 
outcomes (Burchinal, Peisner-Feinberg, Painta & Howes, 2002; Hamre & Pianta, 
2001; Meehan et al., 2003). There are different ways research has shown that teacher-
student relationship act as buffer. Bonding with a prosocial adult figure may assist in 
learning prosocial skills and `unlearning" aggressive behaviors (Locher, 1990). 
Similarly in the line of our findings, studies on adolescents, has shown that teacher 
warmth and support have been related to positive student adjustment such as prosocial 
behavior (Wenzel, 1994), social self-concept (Harter, 1996) and academic motivation 
(Goodenow, 1993). Burchinal et al., 2002 and Harare & Pianta, 2001 also indicated 
negative relationship between teacher-support and maladaptive behavior. Table - 12 
(a) to Table - 12 (b) shows the predictor of aggression for the advantaged schools. 
Acceptance emerged as the significant predictor and it was found to be negatively 
related to aggression. The findings are same as the above, so there is no need to repeat 
the explanation. And acceptance emerged as predictor in advantaged schools, may be 
because lot of focus is given in these schools on the children, they are given freedom 
so that they can expand their thinking and teachers also take keen interest in knowing 
each individual and in exploring there uniqueness. So acceptance is a very important 
predictor in predicting aggression. . Though in case of disadvantaged schools none of 
the dimensions of school environment emerged as significant predictor for aggression, 
this may be because of the fact that there may be certain other factors in 
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disadvantaged schools that affects the aggression in children, which may not be part 
of the questionnaire that was used for carrying out the present study. 
Table - 13 (a) Table - 13 (b) shows significance of school environment and its 
dimensions in predicting self-concept. The table shows the predictors of self-concept 
for the whole sample. Here the step-wise multiple regression analysis was applied to 
analyze further how school environment and its dimensions will predict self-concept 
of students. Table showed two predictors for the self-concept. The two predictors 
were school environment as a whole and one of its dimension cognitive 
encouragement, that means school environment and cognitive encouragement predicts 
self-concept among students. They were found to have significant relationship with 
self-concept. The findings seem to be quite logical, as healthy school environment 
foster's confidence in children. When the environment is good, student see their 
school as welcoming, feel motivated, feels interested in doing studies and enjoy being 
part of the school and takes keen interest in learning. When the school environment is 
supportive and interactive, the chances of student's success also increase. As healthy 
environment always result in better development of personality and human 
development and adaptation is significantly shaped by high impact social environment 
e.g communities, churches, schools and families (Cowen, I977). The findings are in 
line with the previous researches as Evans (1972) reported that in schools which allow 
students to make educational choices, the students are more likely to develop a 
healthy self-concept than are students who do not have these opportunities. Schaps, 
Battistich & Solomon (1997) reported that when students find their school 
environment to be supportive and caring, they are more likely to develop positive 
attitudes towards themselves and prosocial attitudes and behavior towards others. A 
good school climate has been found to predict not only superior academic 
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achievement but also positive behavior and high self-esteem (Rutter at al., 1979; 
Ouston et al., 1980; Hoge et al., 1990). 
The other dimension which emerged as predictor of self-concept was cognitive 
encouragement. Cognitive encouragement means that teacher's in the school 
encourages the student to develop cognitive thinking by their actions and behavior of 
support towards students. So it has found to influence the self-concept of student, this 
may be because of the fact that when teachers support students, they show their belief 
in students then students also feels positive of themselves and work hard and there is 
improvement in their personality, and this positive feeling, attitude towards 
themselves promotes, healthy positive self-concept. Teacher's encouragements of 
student's also lead to positive teacher-student communication which helps child' self-
concept. Since self-concept of a child is also affected by what others thinks of them, 
so when teacher's motivate students, provide support, interact with them, then this 
affects the child in positive way. Brooks (1993) stated that teacher's has a very 
significant, lifelong impact on their student, and they affect the self-esteem by use of 
strategies like communicative encouragement and positive feedback. 
Table - 14 (a) to Table - 14 (b) shows the predictors of self-concept of 
advantaged school children. Here cognitive encouragement (one of the dimension of 
school environment) emerged as significant predictor of self-concept. As it has 
already being above mentioned that how cognitive encouragement predicts self-
concept, so we don't need to again repeat the description here. As far as, the reason 
for cognitive encouragement came out as a predictor in the sample of advantaged 
school may be because of the fact that in these schools lot of efforts are made to 
choose good and efficient teachers, so when well-qualified, smart teachers are 
recruited, then this helps the student's personality in positive ways because these 
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teachers are well-equipped as far as teaching abilities are concern, so they utilizes 
their skills, and use strategies in a way that helps in positive development of children 
in all areas. Cognitive encouragement basically refers how teacher's in school 
encourages the student to develop cognitive thinking by their actions and behavior of 
support towards students, so in short though it is about cognitive thinking but the 
main thing is teacher's behavior towards student which is the determining factor. 
Table - 15 (a) to Table - 15 (b) shows predictors of self-concept for the sub-
sample of disadvantaged school children. Creative stimulation emerged as a 
significant predictor of self-concept for the student. Creative stimulation refers to how 
teacher's activities, behavior towards student, various techniques provide condition, 
opportunities, ways which can help student to think creatively. This is quite logically 
finding because when teachers take interest in teaching students, they push them in 
positive direction, when interaction is done with the student, then the students also 
take interest, they work hard and try to succeed, and the achievement and knowledge 
makes them feel positive about themselves and affects their self-concept in positive 
way. Teacher-student communication and bonding helps the student to explore 
knowledge, the interactive session between them help the student to open their 
mindset and help them to think out of the box, which helps the students perceive 
themselves positively and importantly and the support and encouragement from 
surroundings give them courage to try in life and makes students think positively 
about themselves. So when teachers help children to succeed, they provide them with 
full support, love and warmth and various ways which also helps students not only to 
think differently but also to perceive themselves positively. Reddy et al. (2003) 
reported that student perceiving increased teacher support showed corresponding 
decrease in depressive symptoms and increase in self-esteem. Nelson (1954) found 
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that several teacher variables- amount of teacher involvement and support, the degree 
to which teachers stressed order and organization, and innovation were found to be 
positively associated with overall student self-esteem. Similarly Coleman (1961) 
reported that the school climates in which student choices and creative expressions are 
encouraged are associated with higher self-esteem. And creative stimulation came out 
as the predictor of self-concept for the disadvantaged schools because of the fact that 
these schools lacks new technologies, so the medium of knowledge in these schools 
are teachers, so it's the teachers who plays the key role in these schools, and affects 
the students most. Usually the teachers in these schools also belong to the same 
background so they better understands the need of students and students also find it 
easy to identify with them. Wright et al. (1997) stated that teachers effects are 
dominant factors affecting student academic gain, and effective teachers appear to be 
effective with students of all achievement levels, regardless of the level of 
heterogeneity in their classrooms. So, the teachers are the most important part of any 
school setting which affect almost all area of student's life. 
Conclusion: 
I. Rejection, permissiveness and control (dimensions of home enviromnent) 
emerged as significant predictors of aggression for the overall sample. 
2. Nurturance (dimension of home environment) emerged as significant predictor 
of aggression for advantaged schools children. 
3. Control (dimension of home environment) emerged as significant predictor of 
aggression for disadvantaged schools children. 
4. Nurturance, Permissiveness and Control (dimensions of home environment) 
emerged as significant predictors of self-concept for the overall sample. 
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5. Rejection (dimension of home environment) emerged as significant predictor 
of self-concept for advantaged schools children. 
6. Nurturance and Control (dimensions of home environment) emerged as 
significant predictors of self-concept for disadvantaged schools children. 
7. Acceptance (dimension of school environment) emerged as significant 
predictor of aggression for overall sample. 
8. Acceptance (dimension of school environment) emerged as significant 
predictor of aggression for advantaged schools children. 
9. No dimension of school environment emerged as significant predictor of 
aggression for disadvantaged schools children. 
10. School environment and Cognitive encouragement emerged as significant 
predictors of self-concept for the overall sample. 
11. Cognitive encouragement (dimension of school environment) emerged as 
significant predictor of self-concept for advantaged schools children. 
12. Creative stimulation (dimension of school environment) emerged as 
significant predictor of self-concept for disadvantaged schools children. 
13. Significant difference was found among boys and girls on self-concept and 
aggression for the overall sample. 
14. Significant difference was found among boys and girls on self-concept in 
advantaged schools children. 
15. Significant difference was found among boys and girls on aggression in 
disadvantaged schools children. 
Implications: 
The researches without use are always considered to be useless therefore, it is 
necessary to highlight implications of the present investigation. The present study was 
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aimed at investigating home and school environment as determinants of aggression 
and self-concept of advantaged and disadvantaged school children, so it seems 
imperative to highlight the implications of home environment and school environment 
on aggression and self-concept of students. The self-concept of an individual is very 
important thing, because it determines what an individual thinks of himself, and 
determines one's behavior pattern to a large extent because we all strive to act in 
consistence with our self-concept (Secorg and Backman, 1974; Shibutani, 1961) so in 
order to develop a healthy personality and responsible people, children should have a 
positive self-concept and similarly we can also see that now a days the rate of 
aggression among young children are increasing, random shoot-out are happening in 
schools, therefore it is necessary to find the source for developing healthy self-
concept and non-aggressive children and this was considered to he in line with the 
phenomenon of one's home environment, as well as school environment. Whatever 
the significant influence of predictor variables (related home environment and school 
environment) were found, determining aggression and self-concept should be properly 
taken care of, especially those which were found greater in frequency to predict either 
of two criterion variable for minimizing students' aggression and enhancing their self-
concept. So of course, the study has an important eye opening implications of the 
importance of home environment and school environment. In the light of the findings, 
the researcher firmly believes that a nurturing, well-knitted positive family 
relationship's along with conducive school environment is highly helpful in 
negatively influencing aggression and positively developing one's self- concept. 
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Suggestions: 
In the light above research investigation leading, the following suggestions are 
being put-forth in conducting similar research work in future. 
1. The present research was carried on the students undertaking from few schools 
of Aligarh, therefore, it minimizes the generality of the findings. Therefore, it 
is suggested that such type of study must be conducted on relatively a large 
sample. 
2. Secondly It is also suggested on the basis of troubles which were faced during 
data collection that choice of tools are very important because length of 
tools/instrument irritates respondents while replying to the lengthy 
questionnaire. Since, psychological tools are important and unavoidable means 
of psychological researches, so this suggestion must be properly taken care of 
with utmost importance and priority. 
At last, it is desirable to stress upon the fact that researches are always 
unending, hence, the exercise of researching is a continuous process because of the 
changing patterns of everything, especially the psycho-social make up of human being 
with the passage of time, place and situations. So keeping this fact in mind, the 
present researcher firmly believes that the present investigation in spite of all 
precaution would be having pitfalls beyond the present researcher's Knowledge and 
control. 
138 
FJ 	/ 
SUMMARY 
The objective of the present research was aimed to study "Home and School 
environment as determinants of aggression and self-concept of advantaged and 
disadvantaged school children". Keeping in view the objective of the study, empirical 
investigation was carried out and there after the data was tabulated and analysis was 
done with the help of pearson's coefficient of correlation, t-test. and step-wise 
multiple regression analysis for obtaining the results. 
The thesis comprises of five chapters. Chapter one gives the introduction 
about all the variables. It explains about all of the four variables, which are home 
environment, school environment, aggression and self-concept. 
Adolescence is one of the important phases in the life-span of an individual. 
The literal meaning of adolescence is to "grow-up". There are number of bodily 
changes going on in them during this stage of their life. Many hormonal changes 
going on in them also affect them psychologically. They are continuously changing 
mentally, physically and psychologically (Santrock, 2004). So, adolescence is a 
critical period of development. They are learning more about the `real world and 
trying to strive for both independence from parents and inclusion in social groups" 
(Santrock & Yussen, 1984). Adolescents wants to be perceived as adults with capable 
decision-making skills, but also want to remain members of a larger peer group and 
additionally these young people desire support and structure from their parents, 
though they project an indifferent demeanor and challenge the supportive measures of 
their parents (Cripps & 7yromski, 2009). So, it's a very crucial phase of life which 
requires the support from family so that it can help them to pass through this phase_ It 
is also the time of life when children spend a lot of time outside their family shadow 
too, and are greatly influenced by outside world, and one such arena is school, beside 
the most important task of school being academic development, it also effect and 
touches a huge part of the child life like his physical and mental health, his social 
development, helping him to become a civilized individual. So, home and school 
environment plays a very critical role in overall development of the child. 
During the past few decades home environment had been identified as being a 
contributing factor in a child's development, whether it is emotional, physical, social 
or cognitive development. 
Crow and Crow (1965) describes that home is the primary societal unit. 
Family relationships play an important role in an individual's life pattern from early 
childhood through adulthood. Much of an individual's personality patterning 
originates at home. Not only does the child inherit certain family potentialities, but 
during his developing years. his attitudes, beliefs, ideals and overt behavior reflects 
the influences on him of home experiences (Parveen, 2009). Researchers typically 
separate elements of the home environment into two major categories: social and 
physical (Casey, Bradley, Nelson & Whaley, 19R8; Wachs, 1989). So, the home 
environment is a broad term which includes the relationship the child share with 
parents, parent-child communication, parenting styles, relationships between parents, 
education of parents, socio-economic status, architecture of the home, parental ways 
of discipline, authority and control on their children, family size. The relationship, the 
bond that child share with his family plays a very important role in shaping his future. 
Close parent/adolescent relationships, good parenting skills, shared family 
activities and positive parent role modeling all have well-documented effects on 
adolescent health and development (Hair et.al, 2005; Parker & Benson, 2005; Resnick 
et.al, 2004). Parental monitoring along with parent support is found to be linked with 
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higher adolescent self-esteem, greater academic success (Parker & Benson, 2004; 
Mounts, 2001) 
Another crucial variable which affects the child beside family is school 
environment. Many researchers have referred school environment as "school ethos", 
"school climate", "school culture" or the tone of the school (Jindal, 1984; Machr, 
1991). School climate refers to the atmosphere, milieu or feel of a school. According 
to Cohen, McCabe, Michelli and Pickeral (2009) school climate refers to the "quality 
and character of school life". While there is not one universal definition, most 
researchers, believe that it is a multidimensional concept that include four essential 
elements: relationships, safety, teaching and learning and the institutional 
environment (Cohen, 2006). After definitive review of literature Anderson (1992) 
revealed a problematic field of rescarch endeavor viz., School environment which is 
posed with diverging definitions, conceptualizations, methodologies and 
instrumentation. But still, though there are so many profound issues, a large volume 
of school environment researches was conducted in the 1960s and 1970s especially in 
USA. Researches has been conducted in recent years by Vail (2005), Loukas and 
Murphy (2007), Kelley et al, (2005) which highlighted the continued importance of 
school environment. It has been documented that student perceptions of the school 
environment predicted student's affective, cognitive, and behavioral engagement and 
that engagement directly and indirectly impacted academic achievement (Wang and 
Holcombe, 2010). Another variable which was studied in the present research was 
aggression. Now a day's we can frequently we the news of aggressive acts in schools, 
shoot-out at school, and the rate of aggression is increasing day by day in children. 
So, seeing the present scenario, it was considered important to study aggression and 
see what are those factor's, which are related with aggression. 
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The scientific study of aggressive behavior was hampered for years because of 
different understandings of the word "aggression". In social psychology, the term 
aggression is generally defined as any behavior that is intended to harm another 
person who does not want to be harmed (e.g., Baron & Richardson, 1994). The word 
aggression is derived from latin word "aggredere" which held a variety of meanings 
that include to approach, to advance, to assail and to attempt. Dollard et.al., (1939) 
defined aggressive behavior as any sequence of behavior the good response of which 
is the injury of the other person towards when it is directed. According to Bandura 
(1973) an adequate definition of aggression must include both injuries, behavior of 
the predator and the social judgment of the victim. 
There are two broad categories of aggression. These include hostile, affective 
or retaliatory aggression and instrumental, predatory or goal-oriented aggression 
(Berkowitz, 1993; McELlisken et.al. 2004). In instrumental aggression aggressive 
behavior is used as a means of achieving a goal that is, the individual want privilege 
or space and, in trying to get it, shout at or otherwise attack a person who is in the 
way. 
The other type hostile aggression can be of three types: 
1. Physical aggression: harming others through physical injury for example 
pushing, hitting or punching others or destroying another's property, 
2. Verbal aggression: harm others through threats of physical aggression, name 
calling, verbal teasing. 
3. Relational aggression: damages another's peer relationships through social 
exclusion, malicious gossip or friendship manipulation. It is also called as 
covert, indirect, psychological aggression. 
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There are various theories that tries to explain aggression like evolutionary 
theory, drive theory, social information processing theory and social learning theory. 
There are various factors that are linked with sustenance of aggression in children like 
impact of mass media, Experimental and longitudinal studies supports a causal 
relationship between watching television violence and acting aggressively (Coie & 
Dodge, 1998; Geen, 1994), effect of school and peer. Peer rejection in childhood is 
also strongly associated with poor school performance, absenteeism, dropout, 
substance use, antisocial behavior and delinquency in adolescence and with 
criminality in emergency adulthood (Bagwell, Newcomb & Bukowski, 1998: Parker 
& Asher, 1987). Also some of the personal factors and home environment are also 
found to be crucial factors affecting aggression. 
Negative parent-child relationships may set the stage for prolonged, 
destructive sibling's conflicts, in which children imitate their parent's hostile 
behavior. These coercive family processes may foster aggressive tendencies that are 
carried over to peer relations (Mackinnon-Lewis et al., 1997). 
The last variable which was studied in the present study was self-concept. The 
following text briefly explains self-concept. 
The notion of self-concept is evident from the writing of William James in 
"Principle of psychology". James (1890) divided the self in to empirical "me" and the 
known "I", thus providing the duplex of self as both the source and object of thought. 
RaimY (1943) who first defined self-concept said of it: "The self-concept is 
more or less organized perceptual object resulting from present and past self- 
observation..(it is) what a person believes about himself. The self-concept is the map 
which each person consults in order to understand oneself, especially during moments 
of crises or choices". He showed, how the self-concept serves as an executive in that 
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it represents for the individual a way to make a variety of decision with some 
consistency. 
Lowe (1961) referred self-concept as one's attitude towards self, and Pedersen 
(1965) contends it as organized configuration of perception, beliefs, feelings, attitude 
and values which the individual views as apart of his/her characteristics. Coopersmith 
(1967) viewed self-concept as being personal judgment of worthiness that is 
expressed in the attitudes of the individual who holds toward himlherself as capable, 
significant, worthy or successful. Schiffman et al. (2001) described that self-concept 
consist of four components, actual self-concept, ideal self-concept, social self-concept 
and ideal social self-concept. Within his framework, actual self-concept refers to the 
present way in which individual perceive themselves (reality), whereas, the ideal self-
concept refers to the manner in which they would like to perceive themselves. Social 
self-concept refers to the way individual believes others perceive them, while ideal 
social self-concept represents the way the individual desires to be perceived by others. 
Adolescent's starts building their own self-concepts through observing the reactions 
directed toward them by vital individuals in their life (Gibson & Jefferson, 2006). 
Personal experiences that evolve from the parent-adolescent relationship are the initial 
source that set in motion the cycle how adolescent will self-evaluate and interact with 
others. In other words the type of relationship they experience with their parents is 
thought to foreshadow their attitudes towards themselves and the quality of 
relationships they will have with their peers (Gecas, 1971; Wilkinson, 2004). 
Chapter II has been devoted to review of literature in relation to the variables 
of the proposed research study. Researches on home environment showed that 
children who experience good, caring environment at home they were found to be 
high in adjustment, mental health, self-esteem and were found to be low in 
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aggression. Schools having good climate, a healthy teacher-student relationship and 
communication were found to be high in self-concept, low in aggressive and 
delinquent behavior. Several studies also showed that family, school, peer were the 
factors that affected the self-concept and aggression in children. 
Researches have shown that there exists significant difference between the 
self-esteem of students belonging to high and low family interaction group (Singh and 
Bhatia, 2012). Research has also revealed a relationship between school climate and 
student self-concept (L.G Cairns. 1987, K.H.Heal 1978, Reynolds et.al, 1980). The 
school environment may hinder or support children's development and achievement 
motivation (Esposito, 1999; Goodenow, 1993). 
Review have indicated that Love withdrawal, power assertion, negative 
comments and emotions, physical punishment and inconsistent discipline are linked to 
antisocial behavior from early childhood through adolescence, in children of both 
sexes and in many cultures (Capaldi et.al, 2002). Literature has also indicated that a 
family environment characterized by weak parent-child involvement in shared 
activities and positive interactions is an important risk factor (Pagani et al., 2004). 
Thus, problems of communication or the inadequate expression of acceptance and 
understanding, the lack of affective cohesion and parental support, have been 
identified as relevant influential factors associated with subsequent behavioral 
problems in children (Barren & Li, 1996; Berkowitz, 1989; Demaray & Malecki, 
2002; Musitu, Est6vez & Emler, 2007). Also the transmission of values about 
aggression is a risk factor: parents who use harsh child-rearing techniques are more at 
risk of being assaulted in comparison to those who use non-aggressive techniques 
(Strauss, Geller, & Steinmetz, 1980). From the readily available literature it was 
found that that a significant positive relationship between perceived teacher support, 
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interest, encouragement, expectations and participation with their students influenced 
the adolescent's family, school and health self-concepts (Mboya, 1995). 
Chapter III deals with the method and procedure opted for the investigation. 
The sample for the study consisted of 300 students of class X. who were taken from 
advantaged and disadvantaged schools. The reason for selecting class 10ih students 
was that these children are at their peak of adolescence and are undergoing lot of 
changes with lot of focus on their self s and at this stage family and school plays a 
crucial role. Student's age ranged between 15-16 years. Purposive random sampling 
technique was used to select the sample. Students were selected from different 
schools of Aligarh district. The schools were studied over a period of time and were 
categorized as advantaged and disadvantaged school. Disadvantaged schools were the 
one which lacked proper infrastructure, had inadequate educational resources, there 
was lack of proper teaching system, no new technologies that could benefits the 
students in today's advanced, ever changing world. the school building was poorly 
built, there was absence of proper sitting arrangements, no proper hygiene facilities, 
lack of proper playgrounds, over crowed and pathetic conditions of classrooms and 
other school areas and usually the service of these schools are accessed by 
marginalized families, who due to lack of monetary strength, cannot afford the time 
and energy to be part of their child's educational life. On the other hand advantaged 
schools were characterized by good learning environment. New technologies were 
installed for making learning a better experience. Such schools also maintains that 
teachers have thorough knowledge of their subjects and know the best way to make 
student learn and understand things and also encourage and teach them the importance 
of learning and collecting knowledge throughout their life. The academic result of 
these schools also comes good. Fees structure of these schools was high, so they 
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usually have students who belong to high socio-economic status. The school 
infrastructure was well built, classrooms well lighted and ventilated and focus was 
also given on extra co- curricular activities. 
In the present study researcher used various tools in order to measure home 
environment, school environment- aggression and self-concept of children. Home 
environment inventory (1989) developed by Dr. Karuna Shankar Misra was used to 
measure the variable home environment. The inventory has 100 items. It has ten 
dimensions namely control, protectiveness, punishment. conformity, social isolation, 
reward, deprivation of privileges, nurturance, rejection and permissiveness. This 
inventory can be administered in individual or group settings. Each item in the 
inventory is to be answered with the help of 5 point scale ranging from 4 to 0, marked 
as mostly, often, sometimes, least and never respectively. Split half reliability 
coefficient for ten components of home environment inventory range from .73 to .95. 
Home environment inventory has been found to have content validity as measured 
with the help of views expressed by judges. The school environment inventory (2000) 
developed by Dr. Karuna Shankar Misra was used to measure the variable school 
e 
environment (SET). It consisted of 70 items related to the six dimensions of school 
environment: creative stimulation, cognitive encouragement, permissiveness, 
acceptance, rejection and control. The instrument requires pupils to tell the frequency 
with which a particular teacher-pupil interaction behavior is expressed in his or her 
school occurs as- "Always", "Often", "Sometimes", `Rarely" and `Never". The split 
half reliability for various dimensions of school environment inventory is Creative 
stimulation: .919, Cognitive encouragement: .797, Acceptance: .823, Permissiveness: 
.781, Rejection: .781, Control: .762. School environment inventory has found to 
possess content validity as measured with the help of views expressed by judges. 
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To measure aggression, Buss and Perry aggression questionnaire (1992) was 
used. This questionnaire consisted of 29-items, and it is a five point scale ranging 
from l(extremely unsatisfactory of me) to 5 (extremely satisfactory of me). Test-
retest reliability for the scale was found to be .80. In order to measure self-concept Dr. 
Raj Kumar Saraswat Self-concept questionnaire (1984) was used. Reliability of the 
inventory was found by test-retest method, and it was found to be .91 for the total 
self-concept measure. Expert's opinion was obtained to establish the validity of the 
inventory. Thus the content and construct validity were established. The maximum 
obtained score is 240 and minimum is 40. High score on this inventory means high 
self-concept and low score means low self-concept. 
A Demographic information sheet giving information about name, age, 
gender, type of family and area of living was also used along with questionnaires. The 
data collected was analyzed statistically by using SPSS package. Tests of correlation, 
t-test and Regression analysis were used. 
Chapter IV and V are devoted to result and discussion. The results were 
obtained for the whole sample and also for the sub-samples (advantaged and 
disadvantaged schools). The correlation analysis was applied to see the relation 
between demographic and psychological variable. The result showed that gender was 
found to be negatively and significantly related with school environment, self-concept 
and aggression. The results also highlighted that home and school environment were 
found to be positively and significantly correlated and school environment was also 
found to be significantly and positively correlated with self-concept and negatively 
and significantly correlated with aggression. 
t-test was also applied in order to see the mean-difference between boys and 
girls on self-concept and aggression. Results indicated that boys and girls significantly 
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differed on self-concept and aggression, beside for the whole sample the analysis was 
also applied on the sub-sample that is for advantaged and disadvantaged schools. 
Result of the t-test indicated that in advantaged schools boys and girls significantly 
differed on self-concept while in disadvantaged schools boys and girls differed on 
aggression. An elaborate explanation for these results has been described in the 
chapter V of discussion. 
The results of Regression analysis showed that home and school environment 
along with their dimensions emerged as significant predictors of aggression and self-
concept for the whole sample as well as for the sub-sample of advantaged and 
disadvantaged schools. The dimensions of home environment which emerged as 
significant predictor for aggression were "rejection", "permissiveness" and "control" 
for whole sample while for sub-sample (advantaged and disadvantaged schools) 
"nurtumrtce" and "control" emerged as significant predictors for aggression 
respectively. Some of the dimensions of home environment which emerged as 
significant predictors of self-concept were "nurturance", "permissiveness", and 
"control" for whole sample (advantaged schools and disadvantaged schools) and for 
sub sample of advantaged schools "rejection" while for disadvantaged schools 
"nurturance" and "control" respectively emerged as significant predictors. 
"Acceptance" one of the dimension of school environment emerged as significant 
predictor for aggression for overall sample as well as for advantaged schools. Though 
in case of disadvantaged schools none of the dimensions of school environment 
emerged as significant predictor for aggression, this may be because of the fact that 
there may be certain other factors in disadvantaged schools that affects the aggression 
in children, which may not be the part of the questionnaire that was used for carrying 
out the present study. While for self-concept certain dimensions of school 
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environment which emerged as significant predictors were: "school environment" as a 
whole and "cognitive encouragement" for the overall sample while for advantaged 
and disadvantaged schools "cognitive encouragement" and "creative stimulation" 
emerged as significant predictors for self-concept respectively. 
L 
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DEMOGRAPHIC INFORMATION SHEET 
Name: 
Age: 
Gender: 
Type of Family: 
Area of Living: 
HOME ENVIRONMENT INVENTORY 
Instruction: Incidences given on the following pages describe the atmosphere of your 
house. These incidences are related with you and your parent's behavior. Your 
parents, till today, might have done these behaviors 'Mostly, Usually, Seldom, Very 
less or Never'. Read every behavior statement carefully and think how may times 
your parents have used this. Give your answer by putting a cross mark in the box 
given under 'Mostly', Usually', 'Seldom', 'Very less' or 'Never' against each 
statement. 
No answer is right or wrong for any behavior. We want to know those 
attributes which exist in the atmosphere of your house but not in other children's 
houses. 
II 
1. A 	My parents allow me to play for a defutite 
rime. ❑  ❑  ❑  ❑  ❑  
2. B 	My parents become too much anxious 
when I weep. ❑  0 ❑  ❑  ❑  
3 My parents get angry against me when 
do any work carelessly. ❑  ❑  ❑  ❑  ❑  
4 D 	My parents say me to obey some 
particular persons. ❑  ❑  ❑  ❑  ❑  
5. E 	My parents do not allow me to go for a 
walk with my colleagues when I submit 
my idea different to their idea: ❑  ❑  ❑  ❑  ❑  
a. F 	My parents feel very happy when I solve 
my problem successiuey. ❑  ❑  ❑  ❑  ❑  
7. G 	My parents do not talk with me when I ask 
them many questions regarding anything. ❑  ❑  ❑  ❑  ❑  
8.  t. 	My parents teach me only that behaviour 
which I like to learn. 
❑  ❑  ❑  ❑  ❑  
9.  I 	My parents critiaze my ideas too much. ❑  ❑  ❑  ❑  ❑  
O. J 	My parents give me an opportunity to do 
the work by self. ❑  ❑  ❑  ❑  ❑  
11 A 	My parents deride my reading time. ❑  ❑  ❑  ❑  ❑  
12 B 	whenever I am too much sad, my parents 
make me understand with great affection. ❑  ❑  ❑  ❑  ❑  
!3. 	C 	When I make too much of noise in my 
house, my parents give me corporal 
punishment slapping, beating with stick 
etc.). 
❑  ❑  ❑ ❑ ❑  
4. 	D 	My parents have this desire that I may do 
every work better comparatively to other 
children. ❑  ❑  ❑ ❑ ❑  
5. 	E 	My parents remove me away from them 
when I express my opinion different to them. 	❑  El ❑ ❑ ❑  
in 
STMEIAEN s 
16. F 	My parents get very happy when I 
express" ideas to the incoming guests. ❑  ❑  ❑  ❑  ❑  
17. G 	My parents do not take me with them 
when I insist to go with them to the market. ❑  ❑  ❑  ❑  ❑  
13. H 	My parents go with me for walking. ❑  ❑  ❑  ❑  ❑  
19. I 	My parents make fun of me when I weep 
on being scolded. ❑  ❑  ❑  ❑  ❑  
20. J 	I can purchase any magazine without 
obtaining prior permission_ ❑  ❑  ❑  ❑  ❑  
21.  A 	My parents keep strict discipline in home. 0 0 0 ❑  ❑  
22.  8 	My parents accompany me io ascertain 
all the racf ties whenever I go to any 
oiace for the first time_ ❑  ❑  o ❑  ❑  
23. C 	My parents pull my ears when I do not 
keep anything at the proper place. ❑  ❑  ❑  ❑  ❑  
24. D 	My parents desire that I should make 
special efforts to pres^nt every work. El U ❑  ❑  ❑  
25. E 	When I become angry with my parents 
then they become separate from me. ❑  ❑  ❑ ❑ ❑  
26. 	F 	My parents feel happy when lash different 
questions regarding anything after seeing 
ft. 	 ❑ ❑  ❑ ❑ ❑  
27. 	G When I am on studies and my parents 
call me and I do not go to them, they 
remove my books kept in front of me. 	❑ ❑  ❑ ❑ ❑  
28. H When my parents go to meet any of their 
friend, they take me with them. 	❑ ❑  J ❑ 0 
29. ; My parents prefer to stay away with me. 	0 ❑  ❑ 0 ❑  
30. 	J I can hear the radio for the time l likr 	0 0 ❑ ❑ ❑  
31. 	A I do not go to see movie without the 
permission of my parents, 	 0 0 ❑ 0 0 
Area STATEMENTS Mo'dhr Usush + VM *Ver less 
32. B 	My parents worry for me too much when 
I suffer from severe fever. El El ❑  ❑  ❑  
33 C 	On telling a II 	my parents socld me U U U U U 
34. D 	My parents desire that I should do ail the 
works like them. ❑  ❑  ❑  Li L 
35. E 	My parents do not let me play with my 
'Tiends when I tell a lie. ❑  El ❑  ❑  ❑  
36 F 	E\'fier solving any problem in different 
y, iys. when l tell my parents, then they 
praise my ability. ❑  ❑  ❑  ❑  ❑  
37. G 	I- do not aet breakfast on the day I wake 
up late. 
❑  _U _u _D 
3. ; i 	My parents go to school to leave me there. U U U 0 
 
U U 
39. I 	My parents do not worry ion my future. ❑  ❑  ❑  ❑  0 
40. J 	I read only when I wish. ❑  ❑  ❑  0 ❑  
41_ A 	I do not go to the house of any of my 
relatives without the permission of my 
parents. El El ❑  0 ❑  
42. B 	When I do not reach home from school in. 
time my parents go to school to take me. ❑  ❑  ❑  ❑  ❑  
43. C 	My parents become sad when I misbehave. .❑ ❑  ❑  0 0 
44 ^ 	"Mv parents desire that every teacher may 
pi c se me. ❑  .1 D U D 
45. E 	When my parents become angry with me 
as a result of any of my bei, they 
do not allow me to go to play. 0 0 0 ❑  ❑  
46. F 	My parents reward me when I make 
anything new from the waste things 
available in the house. El ❑  ❑  ❑  ❑  
47. G 	My parents ask me to do more work in 
t e form of punishment. 0 ❑  0 ❑  ❑  
V 
H STATEMENTS 	 Near Y rrw+Wom Horn 
48. H 	My parents help me in doing home work 
of school. ❑  ❑  ❑  ❑  U 
49.' I 	My parents leave me alone when I am ❑  ❑  ❑  ❑  ❑  
sad. 
50. J 	f can talk of every kind with my parents.  ❑ ❑  ❑  ❑  ❑  
51. A 	My parents do not allow me to wake in 
night after a certain time. ❑  ❑  ❑  ❑  ❑  
52. 8 	My parents do not let me go at a distance 
from them in c owd. ❑  ❑  ❑  ❑  ❑  
53. C 	My parents feel frustration due to my 
undesirable works. ❑  ❑  ❑  ❑  ❑  
54. D 	My parents desire that I should help them 
in the household works. ❑  ❑  ❑  ❑  ❑  
55. E 	My parents lock me in a room when I do 
not accede to their good suggestion 
knowingly. ❑  ❑  ❑  ❑  [I 
56. F 	My parents love me too much when I do 
any work honestly. ❑  ❑  ❑  ❑  ❑  
57. G 	When I do anything wrong, my parents 
do not let me do those works in which 
get enjoyment ❑  ❑  ❑  ❑  ❑  
58. H 	My parents ask for bringing monthly 
magazine of my choie forme for readng. ❑  ❑  ❑  ❑  ❑  
59. ! 	When my parents do not Ire to fulfill my 
desire, then they do not pay any attention 
tomytalks. ❑  U ❑  ❑  ❑  
60. J 	My parents let me sleep tifl I want to sleep. ❑  ❑  ❑  ❑  ❑  
61. A 	My parents have fixed the time of taking 
my food. ❑  D O D D 
62. B 	My parents do not let me go alone for 
travelling out of fear of accident. ❑  ❑  ❑  ❑  ❑  
VI 
STATEMENTS  No 
63. C 	I am punished corporally when! insult my 
elders. ❑  
64. D 	My parents iike that I should do all the 
works according to my family traditions. ❑  
65. E 	Whenever I do any work wrong, then all 
the family persons stop talking with me. ❑  
66. r 	My parents while talking with other 
persons refer to my qualities. n 
67. G 	The day I play much and read less, that 
day my parents give me food late. ❑  
68. I = 	My parents feel pleasure in talking with 
me. ❑  
69. I 	When I am. unable to solve my problem 
then my parents ridicule of my ability. 0 
70. J 	I can cell my friends at the house. ❑  
71. A 	My parents do not let me talk with any 
girl / boy. ❑  
72. B 	My parents do not let me go to places full 
of danger. ❑  
73. C 	My parents become angry with me on 
playing for a long time. ❑  
74. D 	My parents desire to see me in the list of 
best students of the class. ❑  
75. E 	After hearing radio for 	long time my 
parents say me not to hear radio and I do 
not obey them then they do not !et me 
meet with the guests. ❑  
76. 1 	When inquisitiveness develops in me 
after seeing anything, then my parents 
tell me about it. ❑  
❑ ❑ ❑ n 
❑  u t0 
D O D D 
D O D D 
DODD 
1 
D O DD 
D ODD 
❑ ❑ ❑  
VII 
$k. 
kes 	 STATEMENTS 
h 	r 	~ Y s
Lm less 
77. G 	When I do not go to bid good-byre any guest 
then my parents stop talking with me ❑  ❑  ❑ 1 n 
78. H 	My parents help me in doing works of my 
hobbies. ❑  ❑  ❑ [] 0 
79. I 	My parents do not have any worry when I 
obtain less marks in any subject. ❑  0 0 ❑ ❑  
SO. J 	When my parents ask me to do any work 
in the presence of guests, then I do it only 
if I desire. ❑  ❑  ❑ ❑ 11 
81. A 	My parents do not let me make noise in 
0 0 0 
❑ 
[1 the house. 
82. B 	My parents arrange for my locking and boar 
ru 0 
0 
❑ u u ding in advance when ii go out of the house. 
83. C 	Myparents get very sad when I do not 
0 0 ❑ 0 ❑  obey them in the presence of some guest. 
84. D 	My parents give example of any particular 
0 
G Q a ❑  
person to make me learn some behaviour. 
85. E 	When I do some improper 	then my ❑  ❑  ❑ ❑ ❑  
parents expel me from t 
86. F 	My parents become happy when I 
0 0 
a 
	0 express any new idea. 
87. G 	When I quarrel with my brother and sister, 
good eatables brought are not given to 
❑ 
 0 El 	0 El me for eating. 
88. H 	When my parents take food with any 
❑  0 ❑ 0 ❑  guest I sit alongwith him. 
89. I 	My parents do nct have any worry about 
❑  ❑  0 0 0 my health. 
90. J 	My parents allow me to play with every 
❑  ❑  0 0 ❑  kind of diildren. 
91. A 	I am compelled to obey my parents when Q a 
❑ 0 [1 I disobey them before guests. 
VIII 
U  STATEMENTS  
92. 8 	My parents do not let me touch electrical 
implements ❑  ❑  ❑  ❑  0 
93. C 	When I break the fami"ry traditions then I 
am rebuked. ❑  ❑  ❑  0 ❑  
94. D 	My parents think that I should not 
oppose their conversation. ❑  ❑  ❑  ❑  ❑  
95. E 	When I insult any guest then my parents 
do not let me go outside of the house. ❑  ❑  ❑  ❑  ❑  
96. F 	When ! obtain more marks in examination 
then my parents Congratulate me after _ _ 
calling me near them. ❑  U U U ❑  
97. c; 	My parents put my things distant from 
me as a consequence of punishment. ❑  ❑  ❑  ❑  ❑  
98. H 	Whenever I feel troubled my parents try 
to remove my trouble. ❑  ❑  ❑  ❑  El 
99. I 	My parents cut jokes of my ideas. ❑  ❑  ❑  ❑  ❑  
100. .j 	When my parents ask me to do any work 
in front of relatives then I do not do that 
work not being oesirous. ❑  ❑  I] ❑  ❑  
►© 
0 000 ❑ Q 
0 000 ❑ Q 
SCHOOL ENVIRONMENT INVENTORY 
Instructions: Certain events will be presented which describe the environment of 
your institution. Ilow many times your teacher have used them, decide yourself and 
mark 0 on any one of the five alternatives given to you. for example: 
Always Often Sometime Very rarely Never 
Teacher insult the students. 	❑ 	0 	❑ 	❑ 	❑  
No answer is right or wrong. 
RESPONSE 
sf uo. 	 STATEMENTS 	 * 	
O*an g 
1. I discussed with teachers the controversial 
issues related to subject. 
2. Teachers encourage students for special 
studies in their own areas of interest. 
3. Teachers do not expect much from 
students. 
4. Teachers encourage to develop new 
ideas. 
5. Any student can ask any question from 
the teacher in the classroom. 
6. Teachers give physical punishment to 
students. 
7. Teachers wish that the matter taught by 
them Should be essentially learned. 
8. Teachers impart different types of 
experiences. 
9. Due to encouragement from the leachers, 
students work in competitive manner. 
10. Teachers discuss with their students 
about different plans. 
❑ DO D ❑ Q 
❑ 000 D Q 
❑ ❑ O 0 OFT] 
❑ DO D ❑ Q 
❑ DOD D Q 
lkm 
No. 	 STATEMENTS 
JAWM °w" 	;"Ntwl Sc"' 
11. Teachers try to make their teaching 
Interesting in several ways, 
12. Students can express their views 
contradictory to teacher's views. 
13. When some students do rat complete their 
home-work then teachers did not allow 
them to sit in the class. 
14. Without prior permission no shdent can 
ask questions from the teachers. 
15. Teachers give opportunity to stabilize 
the learned material. 
16. Teachers encourage students to think 
more. 
17. Teachers believe the students. 
18. Teachers explain the difficuk things in 
several different ways. 
19. Students can do anything prior to the 
permission from teachers. 
20. Teachers keep an eye on the daily 
behaviour of students. 
■ ■ ■ ■ ■ aW 
❑ ❑❑❑❑{O 
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RESPONSE 
STATEMENTS 	 &ime-I Wry 
ASys O" time rarely Never S=e 
21. While preparing the rules of institution the 
opinion of students should be considered. 0 ❑ 0 0 0 Q 
22.  Teachers talk other things also apart 
from cumculum. ❑  0 0 ❑ 0 Q 
23.  There is good atmosphere for study in 
the school. ❑  ❑ ❑ ❑ ❑ Q 
24.  Teachers take interest in the educational 
development of students. 0 0 0 0 0 Q 
25.  Teachers while teaclimg give several 
eiamples related to our life situations. 0 0 0 0 0 Q 
26.  Our teachers think that students should 
learn by their o~ n experiences. ❑  ❑ 0 0 0 
27.  The teacher-taught relationship is not 
friendly. 0 0 0 0 0 Q 
28.  NI the family members of the institution 
act according to the rules, policies and 
criteria of the school. ❑  0 ❑ ❑ 0 p 
29.  Students on several occasions freely 
e>cpress their diRerenoe of opinion verbaly ❑  ❑ ❑ ❑ ❑  
30. We get the motivation to work hard from 
teachers. ❑  ❑ ❑ ❑ ❑  [] 
XII 
RESPONSE 
sc no. 	 STATEMENTS 	 I 1'oma W y Always Ohen 	 Never Score 
31.  Teachers participate with students in 
different co-curricular activities. 0 ❑  ❑  ❑  ❑  0 
32.  Teachers seldom test the progressive 
development of the students. ❑  ❑  ❑  ❑  ❑  Q 
33.  Our teachers give opportunities to work 
ourselves. ❑  ❑  0 0 0 Q 
34.  Teachers in teaching their subjects do 
not pay attention to the interest of their 
students. 0 11 0 11 ❑  Q 
35.  Students 	behave 	like a complete 
disciplined individual in the class. ❑  ❑  ❑  ❑  ❑  
36.  Teachers 	do 	not 	interfere in the 
independent study of the students. ❑  ❑  ❑  0 0 
37.  Teachers motivate students to work to 
their maximum ability. ❑  ❑  ❑  ❑  ❑  0 
38.  When some students become sick, the 
teachers become anxious. 0 0 0 0 ❑  
39.  Teachers 	ask 	thought-provoking 
questions. 0 ❑  ❑  0 0 1 
40.  Students can answer any question 
without the permission of the teacher. ❑  ❑  ❑  0 ❑  Q 
RESPONSE 
at 	STATEMENTS 	 sane- Wry 1dws Often 	- St Scan 
41.  Teachers are not woniedahoutthe 
future of the students. ❑  0 0 0 0 Q 
42.  Students do not do anything contrary to 
the teachers view. ❑  ❑ ❑ ❑ 0 0 
43. Teachers create appropriate environment 
to present new thoughts. ❑  ❑ ❑ ❑ ❑  
44.  Teacher praises the students getting 
higher marks. 0 0 ❑ 0 ❑  Q 
45.  Teachers are always ready to remove 
the difficulties of students. 0 ❑ ❑ ❑ 0 Q 
46.  Teachers ask our opinion about stories, 
instances, games, experiments etc. 0 0 0 0 0 Q 
47.  We talk to the teachers about everything. 0 0 0 0 ❑  Q 
48.  When teachers do not wish to answer 
the questions of students, then they do 
not pay attention to the opinion of students. 0 0 0 0 0 iCD 
49.  Students cone to the lass at right time. 0 0 ❑ 0 0 
50.  Teachers encourage the students to 
write their answers themselves. 0 0 0 0 0 Q 
XIV 
Sr. No. STATEMENTS 
RESPONSE 
Ahrays ow Some-I very Never Scorn 
51.  Students try to get good marks. 0 0 0 0 0 C:D 
52.  Teachers help students in preparing 
plans. 0 0 0 0 0 0 
53.  Teachers ask methods to solve the 
important problems. 0 0 0 ❑  0 (1 
54.  My teachers provide me opportunity to 
utilize my time in my own ways. 0 0 0 0 0 0 
55.  Teachers criticize the students' opinion. 0 0 0 0 0 0 
56.  All the family members of the school 
family obey the head of the institution. 0 0 0 0 0 CD 
57.  Teachers never emphasise to learn the 
notes given by them. 0 0 0 0 0 
58.  Teachers 	praise 	the students with 
higher educational ability. 0 0 0 0 0 [] 
59. Teachers 	listen to the problems of 
students. 0 0 0 0 ❑  Q 
60. Teachers emphasize to express one 
thing in several specific ways. 0 0 0 0 0 11 
xv 
RESPONSE 
STATEMENTS 	 som Very 
61.  Students express their different views 
freely on several occassions. 0 0 0 0 0 	r 
62.  Teachers doubt the students. 0 0 0 0 0 0 
63.  I participate 	in different activities of the 
school. 0 0 0 0 0 ❑  
64.  Teachers ask several 	questions to 
students while teaching. 0 0 0 0 0  
65.  Teachers motivate students to participate 
in co-curricular activities, e.g., debate, 
plays, exhibitions, etc. 0 0 0 0 0 ❑  
66.  Teachers take interest in students projects. 
67.  Teachers emphasize the new uses of 
different things. 0 0 0 0 0  
68.  When in presence of some guest teacher 
asks me to do some work, I don't do it 
'rf1amnotvrifngtodo6. 0 0. 0 	0 0 ❑  
69.  When students get poor marks in one 
subject then teachers do not worry about it 0 0 0 0 0 ❑  
70.  There are several rules in my institution. 0 0 0 0 0 ❑  
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AGGRESSION QUESTIONNAIRE 
Instructions; Using the 5 point scale shown below, indicate how uncharacteristic or 
characteristic each of the following statements is in describing you. Place your rating 
in the box to the right of the statement. 
I = extremely uncharacteristic of me 
2 = somewhat uncharacteristic of me 
3 = neither uncharacteristic nor characteristic of me 
4 = somewhat characteristic of me 
5 = extremely characteristic of me 
1.  Some of my friends think lam a hothead ❑  
2.  If I have to resort to violence to protect my rights, I will. ❑  
3.  When people are especially nice to me, I wonder what they want. ❑  
4.  1 tell my friends openly when I disagree with them. ❑  
5.  1 have become so mad that I have broken things. ❑  
6.  1 can't help getting into arguments when people disagree with me. 0 
7.  1 wonder why sometimes I feel so bitter about things. ❑  
8.  Once in a while. I can't control the urge to strike another person. ❑  
9.  • ] am an even-tempered person. ❑  
10.  1 am suspicious of overly friendly strangers. ❑  
11.  1 have threatened people I know. ❑  
12.  1 flare up quickly but get over it quickly. ❑  
13.  Given enough provocation, I may hit another person. ❑  
14.  When people annoy me. I may tell them what I think of them. ❑  
15.  I am sometimes eaten up with jealousy. ❑  
XVII 
16.  * I can think of no good reason for ever hitting a person. ❑  
17.  At times I feel I have gotten a raw deal out of life. ❑  
18.  I have trouble controlling my temper. ❑  
19.  When frustrated. I let my irritation show. ❑  
20.  1 sometimes feel that people are laughing at me behind my back. 0 
21.  1 often find myself disagreeing with people. ❑  
22.  If somebody hits me. I hit back. 0 
23.  I sometimes feel like a powder keg ready to explode. 0 
24.  Other people always seem to get the breaks. ❑  
25.  There are people who pushed me so far that we came to blows. 0 
26.  1 know that "friends" talk about me behind my back. ❑  
27.  My friends say that I'm somewhat argumentative. 0 
28.  Sometimes I fly off the handle for no good reason. 0 
29.  I get into fights a little more than the average person. ❑  
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